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ABSTRACT OF DISSERTATION

THE BEST OF BOTH WORLDS: A STUDY OF AGREEMENT BETWEEN
UNIVERSITY TEACHER PREPARATION IN LITERACY AND SCHOOLS’
NEEDS/EXPECTATIONS OF NOVICE LITERACY TEACHERS.
The purpose of this dissertation was to understand non-tenured and tenured
teachers’, administrators’, and literacy support staff’s perceptions of the most imperative
practices new teachers should know to teach reading in local elementary schools located
in one regional state university’s service region. As well, this dissertation sought to
determine the degree to which there was alignment between what is being taught in
reading methods classes at one regional, state university with those practices.
Questionnaire data were used to determine the level of alignment between stakeholders at
the elementary school districts and university teacher preparation program. The results
showed that there are certain practices such as providing whole group instruction, a printrich classroom, and using literature in the classroom that are perceived as imperative at
the elementary schools in two school districts and being taught at one regional, state
university. However, there are many practices perceived as imperative at the school level
such as providing explicit phonics and phonemic awareness instruction, but are not the
focus of the regional, state university’s teacher preparation program. The university
could use the data to inform instructional decisions within the teacher preparation literacy
courses. Both school districts could use the data to determine ways to support new
teachers are they teach reading in the elementary classroom.
KEYWORDS: Literacy Practices, Pre-service Teachers, Teacher Preparation, Best
Practices in Literacy.
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CHAPTER 1.
The Best of Both Worlds

“If we could have the best of both worlds
We'd have heaven right here on earth”
Van Halen

Introduction

Background of the Problem

As anyone in the field of education will tell you, the pendulum swings from one
extreme to the other in all matters of teaching. Teacher preparation is one of those that
deserves attention. The goal should be to have the best of both worlds, school and
university. How much input should those in the university world have in determining
what new teachers need to know to be successful in the classroom? How much input
should the stakeholders in the school world have in determining what new teachers learn
at the university? And most importantly, how closely aligned are both perspectives with
best practices?
An even bigger question is how do we prepare pre-service teachers to face the
increasing challenges of educating the next generation of students? In a time when
accountability is at its highest and test results determine so very much, how do we ensure
that teachers are able to not only survive, but thrive in our schools (Layton, 2015)? There
are at least two worlds that are vying for the dominant voice to determine how this goal is
accomplished - the university world and the school world. Who should have a say in
1

how pre-service teachers are educated? Who knows what is best? Should there be a
disconnect between what each world demands or expects? Is there a different set of
expectations from the school than at the university? Are elementary schools seeking
input from the university to ensure their instructional decisions are based on grounded
research? One way to ensure that all new teachers are prepared for this rigorous and
demanding profession is to seek a way to close the gap between these two worlds. In
others words, we should seek to have the best of both worlds.
Of course, both the university and schools want students to be successful;
however, it appears that they may not agree how to accomplish this goal. At times it may
appear that new teachers, armed with theory and research, enter a school and forego all
that has been taught. It could be that new teachers emulate the practices and norms that
are present in their school. According to Grossman and Thompson (2004), it is district or
school policies that have the greatest impact on new teachers’ practices, whether positive
or negative. For this reason, effective teacher preparation programs should provide
explicit instruction based on theory which will allow new teachers to make the
appropriate instructional decisions while following school and district policies. In other
words, being an adaptive expert allows new teachers to innovate within constraints that
are at times in conflict with what was taught at the university (Hammerness et al.,
2005). Teachers who have confidence in their abilities are able to be innovative when
operating under certain restrictions. Another possibility is that new teachers rely on what
they know, and in many cases that means reverting back to the practices they remember
from their own schooling experiences. This issue is known as “the apprenticeship of
observation” (Lortie, 1975 as cited in Hammerness et al, 2005, p.365). Teaching is a
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unique profession in that pre-service teachers have had twelve years of experiences as a
student before beginning any formal training. This leads to many misconceptions and
beliefs about teaching practices. Unfortunately, most pre-service teachers hold on to their
beliefs that teaching is simple (Peterson et al., 2011) and that little effort and training are
required to learn how to teach (Darling-Hammond, 2006). In some cases, this impacts
how a new teacher behaves during the first years of teaching.
Determining the why may not be as important as finding out the level of
alignment between the instruction in teacher preparation programs, expectations of the
school districts, and best practices. Liston et al. (2006) suggested that it is imperative to
listen to the voices of “program graduates and the principals and district administrators
who hire them” (p. 3). Therefore, the purpose of this dissertation was to understand nontenured and tenured teachers’, administrators’, and literacy support staff’s perceptions of
the most imperative practices new teachers should know to teach reading in local
elementary schools located in one regional state university’s service region. Additionally,
this study sought to determine the degree to which there was alignment between what is
being taught in reading methods classes at one regional, state university with those
practices
Background
In the university world research guides instructional decisions. It makes sense
that everything pre-service teachers learn should be based on what the research has
shown is effective. Of most importance is to prepare new teachers to be adaptive experts;
meaning they should be able to adjust their instruction to meet the needs of all students
no matter the circumstance (Darling-Hammond, 2006). For example, if a school uses a
3

specific reading program, new teachers need to know how to align that program with best
practices. Further, they need to have the background knowledge and confidence to stand
firm when questioned about instructional decisions. Teacher preparation programs are
designed to provide pre-service teachers with theory that is put into practice through
carefully designed field experiences.
In the school world, policy changes over the years have forced schools to be more
concerned with raising test scores than educating students. A survey by the Council of the
Great City Schools found that a “typical student takes 112 mandated standardized tests
between prekindergarten and 12th grade” (Layton, 2015, p.1). This current era of high
stakes testing and accountability, communicates that test scores should guide
instructional decisions at most schools. As a result, teachers experience pressure to
perform at high levels and may rely on practices and materials that are easy to implement
and less time consuming to plan.
One such practice is “Popcorn” reading, more commonly known as round robin
reading, which is when each student in the class reads one section of the text orally to the
rest of the class (Rasinski & Hoffman, 2003). Research has clearly shown that this
practice is ineffective in developing proficient readers (Ash, Kuhn, & Walpole, 2008).
Further, whole class reading instruction tends to be easier to plan than multiple lessons
for guided reading groups. Explicit instruction with the use of materials that match
students’ needs should be occurring in all elementary classrooms (Rupley et al., 2009).
Pressley’s seminal first grade studies found that the most effective literacy teachers used
a balance of explicit instruction, created a print-rich environment, grouped students by
need, and used a variety of reading practices (Pressley et al., 1996). Based on their
4

findings, elementary teachers should be using a balance of whole group, individual, and
guided instruction. It has been noted that there is little guided reading occurring and that
in some classrooms, students are reading as little as 10 minutes per day. Those teachers
who are considered effective in literacy instruction have students reading and writing
about half of the school day (Allington, 2002).
Besides the issue of instruction and grouping practices, new teachers felt
overwhelmed by the responsibility of planning the day-to-day lessons and designing
curriculum, turning to the web to find resources and support (Liu, 2002). While some of
the items found on these websites are useful and effective, the concern is that teachers are
using these materials without considering the alignment with best practices and standards.
According to a study conducted by the Education Week Research Center, 87% of
respondents trusted “other teachers’ statements about the alignment of curricular
materials with the common core” (2014, p.17). Regardless of the current climate in the
schools, the job of the university pre-service teacher program is to ensure that every new
teacher is prepared to design and implement effective research-based instruction that is
aligned with the standards and grounded in assessment data. As those in the education
field know all too well, school does not happen in a vacuum; therefore, theory and
practice are both vital parts of an effective teacher preparation program (DarlingHammond, 2006).
Statement of the Research Problem
Universities have a clear incentive for students to be retained as well as ensure the
success of their graduates. A good reputation increases enrollment, while an effective
program improves retention; both are financially beneficial to the university. Quality is
5

determined through the use of program review, a requirement for both the accreditation
process, as well as evaluation.
In teacher preparation, students are taught to use assessment to make instructional
decisions. It is considered poor practice to begin a lesson or unit without first having
knowledge of students’ needs. Moreover, college professors insist that students reflect
after teaching to ensure growth and change when needed. Yet, teacher preparation
programs may use certain data that are required for accreditation when assessing and
making modifications or changes to their programs. However, there may be other data
and evidence from other perspectives that may have been overlooked that are also
important. In this case, there is a need to examine schools’ perspectives. Do the
university and school districts agree on what new teachers need to know to be effective
literacy teachers?
Purpose of the Study
This study sought to understand non-tenured and tenured teachers’,
administrators’, and literacy support staff’s perceptions of the most imperative practices
new teachers should know to teach reading in local elementary schools located in one
regional state university’s service region. As well, this study sought to determine the
degree to which there was alignment between what is being taught in reading methods
classes at one regional, state university with those practices.
Research Question
1. Based on stakeholders’ (elementary non-tenured, elementary tenured teachers,
and elementary administrators) input, what are the most imperative practices
6

new teachers should know to teach reading in local elementary schools
located in one regional, state university’s service region?
2. Based on the questionnaire findings, to what degree is there alignment
between what is being taught in reading methods classes at one regional, state
university and the most imperative practices stakeholders recommend?
Rationale

Effective teacher preparation programs are conceptually sound, meaning that all
parts of the program fit together and serve a specific purpose based on research of
effective teaching (Darling-Hammond et al., 2005). A successful first year of teaching is
based on the experiences and content learned through a teacher preparation program.
Pre-service teachers who practice the types of activities and methods that they will be
expected to use their first year are the most successful in the classroom (Boyd, et al.,
2009). Coursework that is developed to allow pre-service teachers to “engage in the
actual practices involved in teaching” (p. 434) has been found to produce far more
effective first year teachers.
As Duffy (1991) noted nearly three decades ago, it is time to find ways to
empower teachers. This can be achieved through purposefully designed teacher
preparation programs that include instruction of best practices, as well as strategies that
are used by effective teachers. Based on Duffy’s remarks, it is time for university
personnel and school stakeholders to work together to ensure that new teachers are
sufficiently prepared for a successful first year of teaching reading. The best way to
communicate that both, university personnel and school stakeholders, are valued is to
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listen to each other and use their unique expertise to determine the best way to train preservice teachers. By working together, the best of both worlds can be achieved.
Definition of Terms
Agreement: In this study, agreement means that there is alignment between the two
parties’ visions and practices.
Balanced Approach to Literacy: In this study, a balanced approach to literacy includes a
balance of instructional strategies, groupings, and texts, as well as reading and writing
(Shanahan, 2000; Rasinski & Padak, 2004). According to Pressley et al. (2002) a
balanced approach to literacy instruction “requires knowledge of how to carry out
effective skills instruction as well as high awareness of how to teach holistic reading and
writing. Balanced classrooms reveal both forms of instruction, teaching that is both
complicated and coherent, as well as tailored to the needs of individual students” (p. 2).
Elementary mentor teachers: Teachers who have directly supervised or observed a nontenured teacher.
Non-tenured teachers: Teachers who have been teaching between 1-3 years. In the two
districts used in this study, tenured is earned on the first day of year four.
Stages of teacher development: Glickman’s developmental model is an effective way to
describe how teachers progress through their career. His model places teachers on a
continuum that ranges from the egocentric to altruistic. Glickman (1980) noted that
teachers move from self-preservation to thinking about their own students to finally
considering others outside the classroom. He includes three stages on the continuum.
Teachers in stage I are most concerned with self-survival while those in stage II show
8

concern for “improving the learning environment for their students” (p. 179). The last
stage, stage III, are those that are “concerned with helping other students and teachers”
(p. 179).

9

CHAPTER 2.
Theoretical Framework and Review of the Literature

Introduction

In this chapter, the researcher describes the theories and research that are the basis
for this study. Four concepts are commonly used throughout the literature in the area of
teacher development: apprenticeship of observation, adaptive expertise, problem of
enactment, and the problem of complexity. Each of these concepts is grounded in theory;
therefore, this theoretical framework focuses on the following theories: social learning
theory and Vygotsky’s sociocultural theory. To gain a better understanding of the need
for this study, each concept is introduced, followed by a description of the theory that
provides support. Each theory is introduced, explained, and connected to the study. The
review of the literature serves as a conceptual mapping of the themes used as a rationale
for the data being used to determine the agreement between university teacher
preparation and school expectations for new teachers in literacy. For new teachers to be
successful, it makes sense that the university teacher preparation program and elementary
schools should strive to achieve similar expectations for new teachers.
The goal of this chapter is to provide theories to justify the need for this study.
Further it has been found that there is a gap in the research pertaining to not only “what
literacy teachers need to know, but even more about what they need to know when”
(Snow et al., 2005, p. 207). This study attempts to contribute to the limited amount of
literature available regarding what knowledge is most imperative for a new literacy
10

teacher to be successful in the classroom. For new teachers to be successful, the
university teacher preparation program and elementary schools that employ their
graduates should have similar expectations for new teachers. It is important to have a
better understanding of the major theories in teacher development as those provide the
basis for this study.
Theoretical Framework
Apprenticeship of Observation
Teaching is a unique profession in that pre-service teachers have had twelve
years of experiences as a student before beginning any formal training. This situation is
often referred to as “the apprenticeship of observation” (Lortie, 1975, as cited in
Hammerness et al, 2005, p. 365) and can lead to many misconceptions and beliefs about
teaching practices. Unfortunately, most pre-service teachers hold on to their beliefs that
teaching is simple (Peterson et al., 2011) and that little effort and training are required to
learn how to teach (Darling-Hammond, 2006). Teacher preparation programs should
face this challenge by addressing students’ misconceptions before building on their prior
knowledge. Grossman (1991) noted that even student teaching is too familiar for
preservice teachers to undo what was previously learned as students for twelve years.
Feiman-Nemser (2001) stated that new teachers think they know more than they do,
which can make it difficult for them to “form new ideas and new habits of thought and
action” (p. 1016).
Besides the possible interference with the acquisition of new knowledge from the
teacher preparation program, the apprenticeship of observation can also affect a new
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teacher’s choices in the literacy classroom. This concept provides the foundational
reasons for new teachers reverting to old practices they experienced as a student in spite
of their knowledge of best practices. Novice teachers tend to focus more on survival
(Glickman, 1980, Feiman-Nemser, 2001) and therefore may choose those practices that
are comfortable and simple to implement. Feiman-Nemser went as far to say that new
teachers are often prone to “stick with whatever practices enable them to survive whether
or not they represent ‘best practice’ in that situation” (p. 1014). Even more frustrating for
new teachers, as well as those that train them, is that there are “some things that can only
be learned on the job” (p. 1026). For a new teacher who has been placed in a possible
“sink or swim” situation (Lortie, 1966 as cited in Veenman, 1984) it can be difficult to
know how to survive without reverting back to familiar practices. Unlike most
professions, first year teachers are held to the same standards and expectations as
proficient teachers who have been teaching for many years. This further adds to the
pressures felt by new teachers, which may in turn promote a survival mentality. The
question then becomes what can be done to alleviate the propensity for new teachers to
just “survive.”
While it is important to teach best practices, it may not be realistic to devote equal
amounts of time to each. This study aimed to determine the most imperative best
practices necessary for a new teacher to be successful in the literacy classroom. Since the
tendency is to revert to practices that may not be deemed “best,” then a possible solution
may be to create experts in a few best practices instead of novices in many. With this
logic, the university teacher preparation program may be able to help combat the
apprenticeship of observation by equipping new teachers with the most important tools to
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survive the first few years. Based on Glickman’s (1980) teacher stages, it is typically a
few years before a teacher shows concern for more than simple survival. Besides having
a clear picture of what practices are most imperative for a successful first year of
teaching, it is important to have a better understanding of the barriers which may force
novice teachers to fall into this trap. This study also sought to determine those barriers
which cause many new teachers to forego best practices. Veenman (1984) suggested that
“knowledge of the problems faced by beginning teachers in their first years of teaching
may provide important information for the improvement and (re)designing of preservice
and inservice programmes” (p. 143). Knowledge of barriers and imperative best
practices will serve to better inform the university teacher preparation program as to how
to adequately prepare new teachers to provide effective literacy instruction. It would also
be helpful to have a better understanding of the theory that underpins the rationale for the
apprenticeship of observation, social learning theory.
Social Learning Theory
Social learning theory, also known as observational learning, explains that
learning occurs when “new patterns of behavior can be acquired through direct
experience or by observing the behavior of others” (Bandura, 1971, p. 3), more simply
put, individuals will emulate what they see in a social environment. He took it even
further to say that “Most of the behaviors that people display are learned, either
deliberately or inadvertently, through the influence of example” (p.5). To illustrate this
theory, Bandura et al. (1961) conducted a study to determine if children would in fact be
influenced by outside behaviors in their environment. Bandura found in his Bobo doll
study that children who observed adults being aggressive toward the doll were more
13

likely to be aggressive with the doll than those children who did not witness that
aggression. Even further, the aggressive behavior exhibited by the children in the
experimental group “clearly resembled the novel patterns exhibited by the models
provides striking evidence for the occurrence of learning by imitation” (Bandura et al.,
1961, p. 580). The premise of the apprenticeship of observation is supported by the idea
of Bandura’s observational learning theory. New teachers tend to emulate the teachers
they had during their own school careers. Darling-Hammond (2006, as cited in Peterson
et al., 2011) noted that “graduates of teacher education programs teach like they were
taught” (p. 28) unless they are forced to explore their own beliefs and ideas about
teaching. Further, it may be necessary for pre-service teachers to examine their own
feelings about their competence regarding teaching.
One principle of Bandura’s social learning theory is self-efficacy. Bandura
(1982) noted that “self-appraisals of operative capabilities function as one set of proximal
determinants of how people behave, their thought patterns, and the emotional reactions
they experience in taxing situations” (p. 123). In other words, self-efficacy may have a
bearing on future choices. Based on Bandura’s 1977 study, Iroegbu (2015) defined selfefficacy as the “belief, or confidence, that one can successfully execute a behaviour
required to produce an outcome” (p.170). The apprenticeship of observation thrives on a
new teacher’s lack of self-efficacy, which may be due to a variety of factors. Knowing
what areas new teachers felt prepared or unprepared as well as what is most imperative
for success will inform the university’s teacher preparation program and allow for
adjustments in coursework. It is only logical to assume that more efficient and effective
preparation will lead to a higher level of self-efficacy for new teachers. This confidence
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or higher self-efficacy is what allows new teachers to move from the egocentric stage to
having an ability to show concern for factors within the classroom (Glickman, 1980). To
reach the final stage, which is to show concern to others in the school, as well as the
profession, teachers need to reach a certain level of confidence in their craft and abilities.
Iroegbu (2015) noted that “success experiences raise self-efficacy but repeated failures
lower self-efficacy” (p. 170). Preparing new teachers for future successes is the best
way to improve self-efficacy which will lead to more successes. This point supports the
need of this study to determine what best practices are most imperative for a new teacher
to have a successful first few years of teaching. As stated earlier, while all best practices
are important, it may be necessary for the university to make decisions about what should
take precedence in literacy courses to ensure later successes.
While Bandura’s social learning theory has been critiqued as it does not take into
consideration the internal workings of man or the cognitive control one has over their
behavior (McCleod, 2016), this theory does support the concept of apprenticeship of
observation. New teachers may fall back on old habits from their own school
experiences or what they see teachers in their building doing even it if contradicts with
the best practices they were taught at the university.
While it may not be possible to solve the issue of apprenticeship of observation
completely, social learning theory may help explain why novice teachers may emulate
poor practices. By determining what is most important for a new teacher to know in
literacy, it may be possible to alleviate the “trial by fire” feeling experienced during the
first year. By doing this, it could be feasible to eliminate the tendency to fall back on
observation in place of best practices learned in the university teacher preparation
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program. Further, it may help new teachers develop into experts in the field at a more
accelerated rate.
As mentioned earlier, teaching is one of the rare professions that has the same
expectations for the novice and experienced in the field. While this may be justified
since all children should have effective teachers, the idea that new teachers have the skills
and abilities to function as adaptive experts within the first few years may be an
unrealistic expectation.
Adaptive Expertise
Bandura’s (1971) social learning theory may also hold true in the case of adaptive
expertise. If it is true that pre-service teachers are affected by the apprenticeship of
observation, then interactions with highly skilled teachers in the field may benefit novice
teachers as they seek expertise. The goal of teacher education is not to teach pre-service
teachers to be experts in the field, but to facilitate instruction that either develops
adaptive expertise or creates adaptive experts. Teachers who know how to “adapt
materials, teaching strategies, or supports” (Darling-Hammond, 2006, p.11) are
considered adaptive experts. These teachers understand the need to make changes to be
responsive to students’ needs and seek knowledge to extend their own expertise when
necessary. “Being a professional involves not simply ‘knowing the answers’ but also
having the skills and will to work with others evaluating their own performances and
searching for new answers when needed, both at the classroom level and the school
level” (Hammerness et al., 2005, p. 365).
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Being an adaptive expert also allows new teachers to innovate within constraints
(Hammerness et al., 2005). Teachers who have confidence in their abilities are able to be
innovative when operating under certain restrictions. For many novice teachers, it is
district or school policies that have the greatest effect on their practices, whether positive
or negative (Grossman & Thompson, 2004). Effective teacher preparation programs
provide explicit instruction based on theory because that type of instruction allows new
teachers to make the appropriate instructional decisions while, at the same time,
following school and district policies.
The argument could be made that the university should provide a foundation that
experience in the classroom builds upon. Teaching is a life-long learning process and
therefore, it takes time to become an adaptive expert. Fuller’s (1969) stage theory
reflects the idea that teachers are always shifting from inward to outward concerns. As
Schön (1987) explained, the paradox of the teaching profession is that novice teachers
“must demonstrate skills and abilities that they do not yet have and can only gain by
beginning to do what they do not yet understand” (as cited in Feinman-Nemser, 2001,
p.1027). Snow et al. (2005) posited that teachers’ knowledge changes as they gain
experience. As teachers gain more experience, “their knowledge base changes” (p. 208)
moving from declarative to “the expert-adaptive-reflective end of the continuum”
(p.208). Along with experience, reflection is a key component of becoming an adaptive
expert that knows how to adjust instruction to meet the needs of students. Hayden and
Chiu’s (2013) study of novice teachers used written reflection to have teachers “do
teaching practice” (p. 18). They found that novice teachers needed opportunities to
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reflect about a student’s needs after instruction to develop appropriate adaptations. The
goal being for that type of expertise to become second nature through practice over time.
In other words, teachers need time to develop into adaptive and reflective
practitioners. By providing a strong foundation to new teachers, there is a better chance
of initial success allowing for future growth. This study sought to understand non-tenured
and tenured teachers’, administrators’, and literacy support staff’s perceptions of the most
imperative literacy practices that should comprise foundational knowledge for new
teachers to ensure future growth as reading instructors in local elementary schools located
in one regional state university’s service region. The notion that a strong foundation is
necessary, as well as ongoing future learning from others, is based on the theory of social
constructivism which will be addressed in the next section.
Sociocultural Theory
Social Constructivism. The learning theory of constructivism supports the notion
that “we as human beings have no access to an objective reality since we are constructing
a version of it, while at the same time transforming it and ourselves” (Fosnot & Perry,
1996, p.17). More specifically, Vygotsky’s social constructivism theory stated that
learning is constructed through social interactions with others (Schreiber & Valle, 2013).
More clearly, “knowledge is constructed via one’s experiences” (p. 396) where social
learning theory supports the idea that learning is developed through observation
(Bandura, 1971). According to Kim (2001), one must have knowledge of three premises
to gain a better understanding of social constructivism. The first is reality which “is
constructed through human activity” (p. 3). Social constructivists believe that meaning,
the second premise, is created through “interactions with each other and with the
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environment they live in” (p.3). Finally, the premise of learning is rooted in the belief
that “learning is a social process” (p. 3). This type of social learning can occur through
peer interactions and in places such as school or the workplace. Lantolf et al. (2015),
noted that the “most important forms of human cognitive activity develop through
interaction with these social and material environments” (p. 197). This theory supports
the learning that needs to occur for a novice teacher to gain adaptive expertise.
In the case of novice teachers, learning may occur through interactions with more
experienced peers (i.e., mentor teachers) or other novice teachers within the school or
university classroom. This type of learning requires not only observation, but the
construction of knowledge. If such learning occurs through social interactions, then it is
logical to propose that novice teachers need interactions with peers to grow as an
educator. This is particularly true when exploring the idea of adaptive expertise. Those
in the field know that “teacher education is a lifelong process” (Cole & Knowles, 1993, p.
457). As this is the case, one must wonder how the university and schools can provide
support to encourage continual learning as novice teachers strive for expertise.
Zone of Proximal Development (ZPD). Vygotsky defined the zone of proximal
development as “the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as determined
through problem solving under adult guidance or in collaboration with more capable
peers” (1971, as cited in Fani & Ghaemi, 2011, p. 1550). Based on Vygotsky’s theory of
ZPD, researchers developed the zone of proximal teacher development (ZPTD) (Warford,
2011) as an approach to teacher preparation and development. Development using the
“Vygotskyan way” uses a three-way conversation that entwines prior experiences,
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pedagogical content, and observations (Warford, 2011). This approach to teacher
development acknowledges preservice teachers’ apprenticeship of observation and uses
self-assistance to mediate the issue. Preservice teachers begin by reflecting on their prior
experiences as a student and that information is used as a guide by university professors.
Through reflection and discussion, professors are able to address the issues that arise and
use those as an opportunity for redirection. This model uses the apprenticeship of
observation to scaffold instruction at the university level. According to “Vygotsky’s
way,” scaffolded instruction is necessary to produce effective teachers.
Scaffolding Instruction for New Teachers. Wood et al.’s (1976) seminal work
about the role of tutoring defines scaffolding as “the means whereby an adult or “expert”
helps somebody who is less adult or less expert” (p. 89). For pre-service or novice
teachers who would be considered the less expert, the experts would be practicing
teachers or university professors. Cowan and Berlinghoff (2008) found that scaffolding
instruction using the gradual release of responsibility helped pre-service teachers with
lesson planning and delivery of instruction. Gelfuso (2016) found that pre-service
teachers need “support as they develop (through reflective thought) professional
understanding” (p. 77). While Gebhard noted that preservice teachers need support as
they move “through a process of exploration, thus freeing them to be autonomous
decision makers” (1990, p. 524). Wood et al. (1976) proposed a scaffolding process that
suggests a “reduction in degrees of freedom” and “frustration control” (p.98). In the case
of university teacher preparation, limiting the foundational knowledge to what needs to
be known for a successful first year would be one way to limit both functions. Since
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teaching is a complex task, choosing the most imperative practices may alleviate the
frustration some novice teachers feel in the field.
Problem of Enactment and Complexity
Another issue in teacher preparation, as noted by Kennedy (1999), is “the problem
of enactment” (p.70) Teacher preparation programs must ensure that pre-service teachers
not only understand the theory they are being taught, but also how to use the theory in
their classrooms. Hammerness et al. (2005) noted that programs must teach them to “do
a wide variety of things, many of them simultaneously” (p. 359). However, it is unclear
which “things” are most important regarding literacy teacher preparation. This study
sought to gain a better understanding of what new teachers need to know how to do to be
successful in the literacy classroom.
The last issue regarding teacher preparation is the “problem of complexity,”
which is based on the fact that learning to teach is extremely complex. McDonald (1995,
p.1) noted that “’[r]eal teaching happens within a wild triangle of relations - among
teachers, students, subject - and the points of this triangle shift continuously’” (as cited in
Darling-Hammond, 2006, p. 38). Teacher educators need to provide pre-service teachers
with examples and models that expose the complexities of teaching; in this case, simply
telling someone how to teach is insufficient. (Hammerness et al, 2005). As Glickman
(1980) noted, teachers move from self-preservation, to thinking about their own students,
to finally considering others outside the classroom. Therefore, it is important to know
how to support novice teachers as they work through these stages and develop into
proficient, experienced teachers. This study sought to gain a better understanding of the
expectations placed upon new teachers in the schools and determine how closely those
21

expectations agree with the instruction being provided by the university. High agreement
between the two entities may help novice teachers move more quickly from selfpreservation to considering their students. While attainment of both these concepts are
crucial for new teachers to be effective, for the purpose of this dissertation these will not
be the focus.
Teacher Development
This section of the review of the literature focuses on the concept of teacher
development. It is important to understand how teachers progress through the stages
from novice to expert as this study seeks to determine what literacy knowledge is most
imperative for new teachers to be successful. The researcher is interested in how the
developmental stages impact instruction of preservice teachers, as well as what they are
able to do within the first few years of teaching. There are different theories regarding
the developmental stages which may influence how the university structures its teacher
preparation program; this section addresses the theories of teacher development.
Stage Theory
In his seminal study of six student teachers, Fuller (1969) introduced the
developmental conceptualization of three teacher stages; pre-teaching, early, and late
teaching. He found that those at the pre-teaching stage, which would include per-service
teachers, had little to no concerns regarding teaching which may be due to inexperience.
Those in the early stage were concerned with self, asking questions about self-adequacy
in the profession while those in the late stage showed more concern for pupils. Fuller
compared his conceptualization of teacher stages to that of Maslow’s and others’ idea of
hierarchy of needs. He noted this about teachers “knowing where they stand and having
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the class under control is their ‘food and drink.’ If they don’t have that, they say, you
can’t begin to think about teaching the class” (p. 222). Basically, Fuller’s view was that
teachers move from one stage to the next as their needs are met. This view led the way
for other theories that built upon the idea of teacher stages.
Glickman’s (1980) developmental model is another way to describe how teachers
progress through their career. His model placed teachers on a continuum that ranges
from the egocentric to altruistic. Glickman noted that teachers move from selfpreservation to thinking about their own students to finally considering others outside the
classroom. However, Watske (2004) contended that most theories regarding teaching
stages forego the effects of the “background of the teacher or teaching context” (p. 106).
In other words, there may be other factors, besides time, that determine how teachers
progress from novice to expert. Further, they may also not find themselves in the same
place based upon a standard time frame. It appears that teachers’ concerns change over
time, yet that may not align with the idea of moving from one stage to the next (Rogan et
al., 1992; Smith & Sanche, 1993; Conway & Clark 2003). Rogan et al. (1992) posited
that teachers may have concerns about self, task, and impact at varying degrees at varying
times during their career. While it may be said that novice teachers are typically in
survival mode, Watske (2004) found that that novice teachers reported high levels of
concern for their impact on students. This included student achievement as well as
motivation. Results demonstrated that novice teachers may not be as egocentric as
Glickman previously posited. Instead of having a survival mentality, many are concerned
with their own impact on their students’ well-being. This aligns with Conway and
Clark’s (2003) findings from their study of intern teachers. They contended that
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beginning teachers move through stages similar to Fuller’s, but also “represented their
development as both an outward-oriented pattern, teaching subject matter and caring
about students, and an inward oriented pattern, focusing on self-survival, identity, selfimprovement and/or self-development” (p.478).
This study sought to determine what constitutes a solid foundation in literacy to
ensure novice teachers are successful. Understanding the concept of teacher
developmental stages allows the researcher to have a better grasp of what novice teachers
may be experiencing, as well as what types of supports are needed. Therefore, this study
focused on the needs of new teachers to ensure future growth. As Watske (2004) noted,
the “concerns of beginning teachers are oriented toward an active and engaging means to
grow and develop within the complex work of teaching” (p. 119). It is the responsibility
of both the university and local school districts to provide the experiences and
environment to allow this to happen. Having knowledge of the development of teachers
informs the types of supports that should be put in place for preservice teachers.
Research on Effective Teacher Preparation
This section of the review of the literature focuses on the research regarding
effective teacher preparation. Based on the review, there are three main areas addressed.
The first areas are early field experiences and scaffolding through supervision, which are
key components of an effective teacher preparation program and may affect the level of
impact the apprenticeship of observation has on novice teachers. Program design also
has a direct effect of preservice teachers’ level of preparation, as well as their level of
future expertise. Lastly, support after graduation plays a critical role especially
considering teacher development. Knowledge of effective teacher preparation programs
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will aid the researcher as she seeks to determine possible reasons that new teachers may
feel un- or underprepared to teach literacy. Further, it will inform the researcher in her
analysis, as well as her recommendations for possible improvements/changes to the
current teacher preparation program.
Early Field Experience. Partnerships between universities and community
schools are an important component of any teacher preparation program. University
personnel and cooperating teachers need to work together to establish core practices of
teacher preparation, as well as to ensure that teacher preparation programs efficiently and
effectively train teachers (Grossman et al., 2009). As previously noted in chapter one,
while university personnel produce sound research and use that research to design
evidence-based teacher preparation programs grounded in theory, teachers’ and
administrators’ perceptions from the field may provide additional insights to further
enhance teacher preparation programs (Hammerness et al., 2005). Through this study,
the researcher intended to determine the alignment between the university teacher
preparation program in literacy with the needs/expectations of local school districts. This
was achieved through input from novice teachers who graduated from a regional, state
university’s teacher preparation program, as well as from practicing teachers and
administrators. By giving voice to all the stakeholders in the regional, state university’s
region, it is conceivable that implications for both worlds will be discovered. Therefore,
a strong knowledge base of what constitutes effective teacher preparation is important to
have a better understanding of the implied effectiveness of the university at the focus of
this study.
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Field experience is a critical component of any teacher preparation program, and
there is much debate regarding how and when it should occur. “Darling-Hammond et al.,
(2005) and Conklin and Zeichner (2005) concluded that the extant research on exemplary
teacher education programs shows that where field experiences are carefully coordinated
with coursework and carefully mentored, teacher educators are better able to accomplish
their goals in preparing teachers to successfully enact complex teaching practices” (as
cited in Zeichner, 2010, p. 95). Confirming this assertion, Boyd et al. (2009) found that
teacher preparation programs that provided purposeful field experiences (such as
allowing pre-service teachers to practice teaching) produced more effective first year
teachers.
Early entrance in the field provides students with the experiences to better
understand the teaching and theories in later methods classes (Denton, 1982). Denton’s
study focused on whether an early field experience would positively impact attainment of
knowledge through a methods course. The participants were two groups of secondary
preservice teachers; the experimental group was provided an early field experience before
taking a methods course, while the control group was not afforded the same early
experience. Denton found that pre-service teachers who participated in the early field
experience mastered the objectives of the course at higher levels. Further, he found that
pre-service teachers who have early field experiences learn content with a new
perspective. They are more apt to see things through a teacher lens, as opposed to as a
student lens, and are better able to relate new content to prior classroom
experiences. “Early field experiences, then, may serve to provide a meaningful context
for subsequent attainment of teaching techniques and processes thereby contributing in a
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substantial way to the preparation of a teacher” (Denton, 1982, p.23). While Denton’s
study was conducted in the 1980s, a more recent study, Keehn et al. (2003) described
program changes based on faculty and student input at The University of Texas at San
Antonio. Data provided from faculty interviews and student surveys prompted a change
in the field work component. Field work now begins much earlier in the program and
“assignments across field experiences lead to a gradual increase in decision-making
responsibilities for preservice teachers” (p. 241). Providing pre-service teachers with
early field experiences may not only increase their ability to learn new information in
their methods courses, but also lessen the effects of the apprenticeship of observation
noted in chapter one.
Effective teacher preparation programs “include[s] carefully planned clinical
experiences that are interwoven with coursework on learning and teaching” (DarlingHammond, 1997, p.10), as well as planned early field experiences which make future
coursework more impactful as pre-service teachers are able to make their own
connections between theory and practice. Additionally, effective teacher programs plan
field experiences that allow for repeated experiences and repeated opportunities to
practice (Darling-Hammond et al., 2005). To ensure that field experiences are beneficial
to the pre-service teacher, it is also important to provide effective supervision.
Scaffolding through Supervision. Gelfuso (2016) noted that pre-service
teachers need both assistance and guidance while reflecting. In other words, pre-service
teachers need a specific type of support at the university, which may lessen the effect of
the apprenticeship of observation. This section of the review of the literature will address
the concept of supervision for preservice teachers.
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For a university literacy instructor to be an effective supervisor, he/she must
“display a knowledge of the reading curriculum, understand the teaching of reading and
what constitutes effective teaching” (Bell, 1982, p. 333). Sullivan and Glanz (2013)
noted that the goal of the supervisor is to help facilitate reflection of a teacher’s lesson,
which requires what Bell (1982) referred to as a strong knowledge base. Supervisors of
pre-service teachers must also understand how to best meet the needs of each individual
while guiding them “through a process of exploration, thus freeing them to be
autonomous decision makers” (Gebhard, 1990, p. 524). Gelfuso (2016) found that preservice teachers need “support as they develop (through reflective thought) professional
understanding” (p. 77). Through modeling, collaboration, and reflection, supervisors can
provide pre-service teachers with opportunities to practice and reflect while designing
and implementing instruction.
In the case of pre-service teachers’ field experience, Cowan and Berlinghoff
(2008) conducted a study to determine the students’ perceptions of course-embedded
faculty supervised fieldwork. For those taking a literacy course, they were required to
meet on campus for four weeks and then met at the field site one time a week for eight to
ten weeks. The other group took a special education course. They met on campus for
seven to eight weeks and then in the field two times a week for four to five weeks.
During the field experience, the university faculty member worked directly with the
preservice teachers through coaching. At the conclusion of the semester, preservice
teachers were asked to rate the value of the experience through a survey. Results showed
that 94.9% of those enrolled in the literacy course and 91.3% of those enrolled in the
special education course found value in the course-embedded field work.
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This model reflects the sociocultural theory used to frame this study. Not only
did the preservice teachers find this model valuable, but the researchers found this model
beneficial for preservice teachers. Cowan and Berlinghoff (2008) found that scaffolding
instruction using the gradual release of responsibility (Fisher & Frey, 2013) helped preservice teachers with lesson planning and delivery of instruction. They also noted that
“the communal context of shared fieldwork experiences provided opportunities for
faculty-guided scaffolded conversations that allowed for depth analysis of classroom
contexts and students” (p.26). Further this model allows for “a collegial context for
teacher candidates to discuss their profession with peers as a precursor to forming
collaborative relationships with colleagues once the candidates complete their college
coursework” (p.26).
Program Design. Effective teacher preparation programs are conceptually
sound, meaning that all parts of the program fit together and serve a specific purpose
based on research of effective teaching (Darling-Hammond, et al., 2005). A successful
first year of teaching is based on the experiences and content learned through a teacher
preparation program. Unfortunately, many teacher preparation programs provide a great
deal of theory without connections to actual practice (Liston et al., 2006). Those that
train teachers may unknowingly communicate to pre-service teachers that the theory they
are learning will easily translate into practice (Korthagen et al., 2006).
Pre-service teachers who practice the types of activities and methods that they
will be expected to use their first year are the most successful in the classroom (Boyd et
al., 2009). Coursework that is developed to allow pre-service teachers to “engage in the
actual practices involved in teaching” (p. 434) has been found to produce far more
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effective first year teachers. Coursework that focuses on bridging the gap between theory
and practice provides opportunities for pre-service teachers to practice what they will be
doing when they are actual teachers (Boyd et al., 2009). Furthermore, coursework should
“[f]ocus on how to learn from experience and on how to build profession knowledge”
(Korthagen et al., 2006, p 1025). Regarding pre-service teachers, Peterson et al. (2011)
concurred that “[o]pportunities to reveal, examine, and challenge their beliefs can help
them develop more theoretically sound beliefs and make more effective teaching
decisions (p. 35). Effective teacher preparation combines theory with a “focus on how to
learn from experiences and on how to build professional knowledge” (Korthagen, et al.,
2006, p. 1025).
Parker and Hess’s (2001) study concentrated on their own reflections regarding
their own instruction delivered to pre-service teachers. Their concern was “how to
initiate preservice teachers into an alternative framework that has been little supported by
their apprenticeship” (p. 278). Like the current study, Parker and Hess (2001) understood
that pre-service teachers have been students for years and the apprenticeship of
observation is an issue that must be considered when implementing instruction. Through
self-reflection of instruction, they determined three methods that appeared to have a
positive impact on preservice teachers’ understanding and transfer of the material. Those
methods were reflected in a cycle of instruction that relied upon explicit instruction,
participation and reflection. They found that pre-service teachers were not able to just
“participate” and gain a clear understanding of how to plan a lesson; they refer to this as
the problem of opacity. Basically, pre-service teachers were unable to “see” the planning
and gathering of materials that are necessary to develop and implement a lesson through
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just participating. In other words, modeling is not enough. To ensure that novice
teachers are successful as they progress, support after graduation may be necessary.
Support after Graduation. Teaching is one profession where there is little
support after graduation. Therefore, the first year of teaching can be a frustrating
experience for many new teachers (Kelley, 2004). Induction programs, such as PIE
(Partners in Education Program), are one way to support graduates during their first year
of teaching. The University of Colorado (Boulder) and six Colorado school districts
collaborated to create the PIE, an induction program that provided support to new
teachers through “(a) intensive modeling, (b) cohort group networking, and (c) ongoing
inquiry into practice” (p. 442). An expert mentor teacher supported participants in PIE.
Graduates participated in monthly seminars with a cohort of other participants and took
graduate courses. Kelley (2004) reviewed 10 years of cohort data to assess the utility and
effectiveness of the PIE program. Findings revealed that 94% of PIE participants were
still teaching after four years which was higher than the national average at that time.
Upon further evaluation of the program, Kelley (2004) found that “This work
demonstrates that induction does indeed matter, that a meaningful induction experience
has lasting effects on teacher quality and retention” (p. 447).
To develop teachers who can become adaptive experts requires that they remain
in the field of education. Induction programs, like the one outlined above, may be a way
to support new teachers while ensuring they are retained. Based on the concept of
teacher development outlined earlier in the review of the literature, it is known that
novice teachers have concerns regarding impact on student achievement as well as
motivation. Providing purposeful and effective support during the first year of teaching
31

gives novice teachers “the attention and guidance that is so important to novice teacher
growth” (p. 447).
New teachers tend to lack confidence in their own development and may look for
ways to further develop their skills (Anderson & Olsen, 2006). In their study of early
career urban teachers’ needs after graduation, Anderson and Olsen (2006) found that
these new teachers were looking for ways to grow as a teacher while staying connected to
their schools and students, noting that their own specific teaching contexts influenced the
type of professional development they sought. Anderson and Olsen’s (2006) study
focused on 15 Center X graduates; a specialized program created to fill the teaching
needs of urban school districts in Los Angeles. Interviews with participants determined
“that many of the younger teachers yearn for more opportunities to collaborate with
experienced educators” (p. 368), confirming the need for purposeful support after
graduation. The recommendation for a “’grow your own’ model” (p. 372) type
professional development resulted from this study. Basically, teachers would work with
university personnel for professional development, eventually reporting back to their own
schools to establish teacher-led professional development “spores” (p. 372). Rather than
seeking professional development from outside parties, teachers would work with their
universities, providing a unique opportunity to use professional development as a way to
stay connected to graduates and provide support during the first few years of teaching.
This shift in thinking about support after graduation is supported by the sociocultural
theory outlined in the theoretical framework. Through social interactions and
collaboration, newer teachers will become more engaged as well as feel connected to
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their school. As stated in chapter one, the goal is to have the best of both worlds, this
type of partnership may be one way to attain that goal.
Barnes (1993) conducted a study to determine how to best support second year
teachers. Participants included 25 second year teachers, 10 of those teachers participated
in a class that focused on issues for a first-year teacher. Fifteen of the twenty-five were
part of the “New Teacher Partnership Project (NTPP) funded by the State of California,
(the California New Teacher Project)” (p. 3) during both their first and second years. All
participants were provided some type of support during their first year of teaching.
Typically, first year teachers receive support from peers, other teachers in the building, or
principals. Barnes (1993) found that the first-year teachers in the study “reported seeking
and receiving the most help from the university faculty who were involved in the support
classes or projects” (p.4). Further, “second year teachers often felt great pressure to
conform and a real dissonance between how they were taught to teach in teacher
education and permitted to teach in year one, and how they were expected to teach in
year two” (p. 5). Based on this study and previous literature, it could be noted that novice
teachers need support far after graduation from the teacher preparation program. As the
current study is seeking what is most imperative for new teachers to know in literacy, it
makes sense that the researcher should be familiar with other methods to deliver
knowledge in subsequent years.
Research-Based Criteria
This section of the review of the literature provides a conceptual framework that
outlines the practices of effective literacy teachers used as the foundation for data
collection, as well as the justification for including them in this study of pre-service
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teachers. All three questionnaires were created using these practices to determine the
agreement between the university’s teacher preparation program in literacy and the
needs/expectations for new teachers teaching reading in the local elementary school
districts. Therefore, it is important that the researcher review the literature regarding
practices of effective literacy teachers.
While this section will discuss the research studies used to determine practices of
effective literacy teachers, the main intent is to address why these items should be
included in this study which is addressed after all four sections regarding effective
practices.
Instructional Design that Supports Literacy Development
Effective planning and design of literacy instruction includes instructional
density, which means that instruction in high-achievement classes has multiple purposes
and goals, in other words, “teachers never seemed to do just one thing at a time”
(Wharton-McDonald et al., 1998, p. 115). This type of instruction requires careful
planning and understanding of purpose. Further, to evaluate whether instructional design
supports literacy development, it is important to determine how instruction is delivered.
To ensure students’ literacy growth, effective teachers provide opportunities for
classroom talk and interactions. Allington and Johnston (2000) described the classroom
talk used in effective classrooms as “respectful, supportive and productive . . . also
deliberately taught, and expected” (p.14). This type of talk requires careful planning and
confidence in one’s knowledge of literacy instruction. Effective classroom discourse
should include higher-order questioning and coaching in the form of scaffolding and
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modeling. This section of the review will address the research base for each of the
previously mentioned practices.
Higher-order Questioning. Peterson and Taylor (2012) defined higher-order
questioning as the following, “Higher order questioning requires students to think at a
deeper level and to elaborate on their oral and written responses to literature” (p. 297).
This type of discourse in the classroom has been shown to increase student reading
achievement. Taylor et al.’s (2000) study of 11 moderate-high poverty schools
discovered that the most accomplished teachers in the schools shown to be effective in
terms of reading achievement used higher-order questions in their literacy lessons at a
higher rate than those less accomplished teachers. Higher-order questioning was also
shown to have a positive effect on reading growth for students in high-poverty schools
while also “encouraging students to focus on higher level thinking about what they had
read” (Taylor et al., 2003, p.22). They found that nine target students in the classrooms
with teachers asking high level questions, the more reading growth they achieved in a
variety of areas.
Coaching. Examples of coaching are the “use of structuring comments, probing
of incorrect responses, scaffolded instruction” (Taylor et al., 2000, p. 157). Through their
study, they determined that more accomplished teachers in low-income schools took
advantage of teachable moments when listening to their students read. This was
especially true when providing instruction of recognizing words. The less accomplished
teachers preferred to tell students instead of using coaching. Effective teachers used
“coaching” to encourage students to self-regulate and be metacognitive when they read.
Metacognition is developed by asking students how they arrive at an answer.
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Accomplished teachers often do this during whole group so students can model their
thinking for others. These teachers also taught students what to do when they encounter a
difficulty while reading (Wharton-McDonald et al., 1998). Coaching was also
determined to increase fluency in high-poverty grades 2-5 classroom (Taylor et al.,
2003). Like the findings in Taylor et al.’s (2000) previous study, coaching was often
used when providing word recognition strategy instruction. However, telling was also
more prominent, “51%-61% of the segments in grades 1-5” while coaching was observed
“20% of the segments in grade one, and from 11%-16% of the segments in grades 2-5”
(p. 19).
Teachers who are confident in their abilities to teach literacy are able to seize the
teachable moments when they arise. While effective teachers demonstrate the ability to
plan effectively, they also take advantage of the teachable moment (Allington & Johnson,
2000). In low-income schools “on the fly” instruction was observed in those teachers
considered to be effective (Taylor et al., 2000). Morrow et al. (1999) observed first
grade teachers also seizing teachable moments in their study of teachers identified as
exemplary. This designation was determined by their success in “educating large
proportions of their students to be readers and writers” (p. 463).
Allington and Johnston (2000) found through their observations that students
talked more in the classrooms of effective teachers. Students in high-poverty classrooms
showed greater comprehension growth when teachers provided opportunities for active
instead of passive responding (Taylor et al., 2003) supporting the assertion that students
need time to talk about what they read. Gersten and Baker (2000) “argue that both
extended discourse about academic topics and briefer responses to specific questions
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about content are cornerstones of academic growth for English-language learners” (p.
465). Surprisingly, Arreaga-Mayer and Perdomo-Rivera (1996) observed that students in
an English development class only used oral or written language 21% of the time (as
cited in Gersten & Baker, 2000). Effective teachers understand the importance of
providing opportunities for students to engage in conversations about their reading and
writing. This can be achieved using instructional materials and practices that support
effective literacy instruction which will be addressed in the next section of this review.
Instructional Materials/Practices that Support Literacy Instruction
Variety of Text Types. As introduced in the theoretical framework, Vygotsky
(1978) developed the idea of the zone of proximal development, which is defined as “the
distance between the actual developmental level as determined by independent problem
solving and the level of potential development as determined through problem solving
under adult guidance, or in collaboration with more capable peers" (p. 86, as cited in
Amineh & Asl, 2015). Evaluation of instructional materials is necessary to determine if
all students have access to texts at their independent as well as instructional levels (e.g.,
within the zone of proximal development). In recent years, due to the recommendations
of the Common Core State Standards (CCSS), teachers are encouraged to use a balance
of informational texts and literature in the classroom. Therefore, a balance of both
narrative and expository texts at varying levels should be available for student and
teacher use.
Text types used by effective teachers varied by grade level and population. While
teachers in the early primary used picture and pattern books, more sophisticated materials
were used as students progressed through the grades (Pressley et al., 1996). These
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teachers also provided a print rich environment with access to an in-class library.
Teachers used charts and poems and reported reading to students daily. Although 73% of
teachers reported using outstanding literature in the classroom, only 6% reported using
expository texts, and 12% poetry. Block (2000) noted that effective teachers for
underprepared first graders used basal readers as well as high quality children’s literature
in their classrooms. Teachers in high-poverty classrooms were found to use narrative text
in “one-half to three-quarters of the segments in grades 1-4 and 44% of the segments in
grade 5” and informational texts was used “6% of the segments in grades 1 and 2 and
18%-21% of the segments in grades 3-5” (Taylor et al., 2003, p.19). The use of
informational texts in the classroom, based on these studies, has not increased over the
years. Allington and Johnston (2000) found that effective fourth grade teachers used a
variety of texts guide by students’ interests. They used the textbooks, but not in
conventional ways. Further studies were conducted to see if results would be similar in
special education classrooms.
Special education teachers reported using the basal reader and texts with
controlled vocabulary and reading level. These materials support their use of a more
skills-based approach to instruction, which has been shown to be effective with students
who have difficulties (Rankin-Erickson & Pressley, 2000). However, Vaughn et al.
(1998) reported that 31 out of 42 of the special education teachers observed were using
the same reading materials for all students regardless of needs. Similarly, results of a
study of talented readers found that teachers in nine out of twelve classrooms did not
provide more challenging reading material or enhanced instruction (Reis, et al., 2004).

38

Not only did effective teachers use a variety of text types, but they were also found to
employ varied grouping practices.
Variety of Grouping Practices. Effective literacy teachers use a variety of
grouping practices based on the needs of the students. Effective first grade teachers were
found to use a combination of whole class, small group, and individual instruction to
ensure literacy growth in students (Pressley et al., 1996). Fifty-five of 83 teachers who
responded to the final survey reported using ability grouping for small group instruction.
Rankin-Erickson and Pressley (2000) reported that grouping practices in special
education varied depending on the severity of reading problems. Students who had
severe reading problems were provided with individualized instruction 39% of the time,
while 30% of the time was spent in small group. While in the regular classroom, teachers
reported using individualized guided reading for struggling readers 33% for K, 53% in
grade one, and 52% in grade 2 (Pressley et al., 1996). Interestingly, it was also found that
teachers reported using small group instruction in the general education classrooms 33%
of the time in grade one, and 17% of the time in grade 2. Unfortunately, Vaughn et al.
(1998) found that students with learning disabilities were provided whole group
instruction instead of the more effective small group or individualized instruction. They
also noted that many teachers in resource rooms were using the same materials used with
the general education students.
A variety of grouping practices were also found to be used in upper elementary
grades. Pressley, et al.’s (1998) study showed that fourth and fifth grade teachers used
whole class, small group, and individualized instruction when appropriate. Mathes et
al.’s (2005) research showed that combining quality classroom instruction with small
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group reading intervention yielded better results than for those who only received the
classroom instruction. For students with reading difficulties, Rankin-Erickson and
Pressley (2005) found that grouping practices included small group and individual
depending on the severity of reading problems. They noted 71% of teachers used small,
guided reading groups for those with severe reading difficulties compared to 55% with
mild difficulties, and 60% with moderate difficulties. They found that limiting whole
group instruction, using texts that were controlled for vocabulary and reading level, using
skills-based worksheet and workbooks that targeted specific skills, and combining whole
language with explicit instruction was shown to be effective for students with reading
difficulties. Taylor et al. (2000) determined that teachers in a low-income school found
small group instruction to be effective because it allowed for collaboration with other
teachers (ESL, SPED, Resource) in the building. They also concluded that students
showed the greatest growth when most of the reading instruction was delivered in small
groups. Morrow et al.’s (1999) study of exemplary first-grade literacy instruction also
determined that effective teachers used small group instruction based on students’ needs
to deliver appropriate reading instruction. However, little difference in instruction was
found for struggling readers in the elementary classroom (Pressley et al., 1997; Pressley
et al., 1996). Not only did effective teachers use a variety of grouping practices, but they
were also found to employ varied instructional practices.
Variety of Instructional Practices. Effective literacy teachers in the primary
grades reported using a variety and balance of reading practices. Students were provided
opportunities to choral read, silent read while the teacher read poetry, trade books, and
big books. The more traditional round robin reading was reported as rarely occurring in
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these classrooms (Pressley et al., 1996). These teachers self-reported modeling
comprehension strategies and a love of reading by reading aloud to students daily. While
Pressley et al. (1996) found that primary teachers read aloud often to students, this was
not reported by special education teachers. Given the same survey as the primary
teachers, special education teachers communicated that the students did most of the
reading in the classroom. Students spent time independently reading with the minutes per
day decreasing as the level of reading difficulties increased. Teachers also reported 21 to
22 minutes of oral reading per day with students reading to a variety of audiences
(Rankin-Erickson & Pressley, 2000). Unfortunately, Pressley et al.’s original study in
1996 did not report the number of minutes spent oral reading so it is unknown whether
the amount of time spent in special education classes is adequate or lacking. However, it
could also be suggested that it is not the number of minutes necessarily spent reading, but
what occurs during that reading time. Effective literacy instruction is achieved through a
balanced approach that marries explicit skill instruction within context, as well as whole
language (Morrow et al. 1999; Rankin-Erickson & Pressley, 2000; & Pressley et al.,
1998). Effective teachers employ a variety of practices to achieve a balanced approach to
literacy instruction.
Balanced Approach to Literacy Instruction
To successfully evaluate effective literacy practices, one must consider if the
literacy program is based on a balanced approach. Pressley et al. (1996) found that
effective teachers reported a balance of whole language and explicit instruction of skills
and strategies. Further research has shown that a balance of teacher led instruction
defined as “telling information or leading question-answer sessions,” as well as student-
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supportive stance, which includes “modeling, coaching, listening and giving feedback”
(Peterson, 2013, p.89) is needed in the literacy classroom. The idea is that there are times
when it is necessary for teachers to provide explicit instruction (teacher-led) and
opportunities for students to be supported while applying those skills/strategies. This
type of support may come in the form of connecting explicit instruction with prior
knowledge.
Rosenblatt’s (1978) transactional theory supports the idea the reader interacts with
the text to make meaning (as cited in Yoon, 2015). Furthermore, van den Broek (2010)
found that comprehension occurs when readers use their background knowledge to
support “the process of interpreting and representing the text” (p. 45). However,
Willingham (2006) noted that when reading the “burden of monitoring comprehension is
entirely on the reader” (p. 40). Without explicit strategy instruction, students may be
unable to carry this burden and activate their own background knowledge to build
understanding. Therefore, teachers need to instruct students on how to know if they
comprehend the text as they are reading which is often referred to as self-monitoring.
This can be achieved through explicit instruction of comprehension strategies that
support understanding.
According to Wharton-McDonald et al. (1998), “Effective primary-literacy
instruction is a balanced integration of high-quality reading and writing experiences and
explicit instruction of basic literacy skills” (p.101). It was noted that effective teachers
in this study taught decoding skills explicitly. In a previous study, Pressley et al. (1996)
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found that effective first grade teachers explicitly taught phonics skills in a variety of
ways. Explicit skill development in guided reading groups was also shown to be
effective in first grade classrooms of exemplary teachers (Morrow et al., 1999). It
appears that effective teachers understand the need for explicit instruction of decoding
and phonics skills in the elementary grades. Taylor, et al. (2003) maintained that lower
reading growth occurred in grades 2-5 when there was too much focus on phonics
instruction; confirming the need for a balanced approach. In the studies of upper
elementary grades, the use of explicit skills instruction was not addressed except to note
that the teachers based their instruction decisions on a set continuum of skills instead of
students’ needs (Pressley et al., 1998). In an earlier study of fifth grade teachers, it was
found that teachers explicitly taught word-level skills, confirming previously stated
results that there is a variance in the literacy programs in the upper elementary grades.
Explicit instruction seemed to be effective for the elementary students in the general
education classrooms, a study of special education students also found success when
teachers provided explicit instruction of letter- and word- level skills (Rankin-Erickson &
Pressley, 2000). Duke (2004) asserted that teachers need to provide explicit instruction
of strategies to aid students as they read informational texts. Explicit instruction of
strategies “should include information about what the strategy is, when it is used, how it
is used, and why it is worth using” (p.42). Pressley et al.’s (1997) study of fifth grade
teachers, it was noted that there was direct teaching and modeling of comprehension and
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critical thinking strategies. In a study about reading growth in high-poverty classrooms.
Taylor et al. (2003) found that “a strategic approach to the development of
comprehension processes was found to be related to writing growth in grade 1” (p. 23).
Research in two kindergarten classes labeled at-risk found that isolating skills
from the “meaningful connections to text” was detrimental to student learning (Barone,
2002, p.435). It was noted that of the 15 focal children, 11 left kindergarten without the
appropriate letter knowledge. It is thought that intensive instruction is useful; however, it
is best used within the context of meaningful text.
As researchers observed and interviewed teachers, many found that effective
teachers consistently provided writing instruction to their students. They also determined
that effective writing instruction contributed to student literacy growth. Teachers
commonly teach writing using the writing process: pre-writing, drafting, editing, revising
and publishing. Effective teachers model the writing process for their students (WhartonMcDonald et al., 1998). Further, these teachers were found to incorporate reading and
writing; students wrote about what they read. Integration of reading and writing
promotes literacy growth in those students who are missing the precursors for literacy
success (Block, 2000). For writing instruction to be effective, students need daily
opportunities to write. First graders, taught by exemplary teachers, wrote daily. They
participated in writing workshops, wrote in daily journals, and were provided instruction
in guided writing groups (Morrow et al., 1999). In the upper elementary grades, the
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writing process was also used, but there was variation in the purpose and types of writing
done in the classrooms (Pressley et al., 1998). Fifth grade students, taught by effective
literacy teachers, were provided explicit writing instruction and opportunities to write in
response to readings (Pressley et al., 1997). While general education teachers focused on
writing as process, special education teachers taught writing as an “act of purposeful
communication” (Rankin-Erickson & Pressley, 2000, p.219) instead of a process.
While effective literacy instruction should be balanced, for this to happen
instruction should be based on the needs and interests of the students. Teachers should
have an awareness of how to provide instruction that ensures success for all students.
Literacy Instruction and Practices based on Students’ Needs and Interests
Schema Development. Sociocultural theorists indicate literacy development is
affected by social and cultural factors. According to Katherine and Randy Bomer (as
cited in Allen, 2010), “American schools are becoming more diverse than ever before”
(p.vii). Based on this reality, educators must acknowledge that it is more important than
ever before to learn about the families in their classrooms and find ways to incorporate
their knowledge. Gay (2002) also noted that “culture strongly influences the attitudes,
values, and behaviors that students and teachers bring to the instructional process; it has
to likewise be a major determinant of how the problems of underachievement are solved”
(p.114). According to Moll et al. (2005) it is important to include the unique experiences
of the family to ensure “relevant, meaningful, and challenging instruction” (as cited in
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Dantas & Manyak, 2010, p.6). Dantas and Manyak defined a family’s “funds of
knowledge” as “unique resources that diverse families possessed and passed on to their
children” (p.6). Teachers’ awareness of these resources will enable them to find ways to
incorporate funds into classroom instruction confirming Compton-Lilly et al.’s (2012)
assertion that “[f]unds of knowledge strives to change curricula by changing teachers” (p.
37).
Each child has their own schema, which has been developed through previous life
experiences and social interactions. Children use their schema to interpret information
based on their own experiences, which is needed for comprehension of text (Munsakorn,
2015). According to Allington and Cunningham (2010), this prior knowledge (schema)
aids children’s thinking. Weisenbach (1987) agreed that schema development improved
understanding of text for struggling readers (as cited in Munsakorn, 2015). Munsakorn
(2015) found through her study that “schemata significantly promote reading
competence” (p. 270). Building prior knowledge and engaging students through text
increases the likelihood of understanding and successful comprehension.
Early Elementary. For these reasons, there is a need for teachers to use materials
that provide common knowledge and context for new reading, writing, and content
learning Both effective and accomplished literacy teachers are sensitive to students’
needs and interests when planning, and delivering instruction. Pressley et al. (1996)
sought to determine the instructional practices used in the classroom by effective literacy
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teachers. An initial survey was created based on responses from 113 participants
identified as effective literacy teachers. The resulting practices were used to develop the
final survey which consisted of 300 practices, only those noted by the initial participants.
While not all best practices were included, effective literacy teachers demonstrated an
awareness of designing instruction based on students’ needs. For instance, effective
teachers made decisions about pacing and reteaching of material based on students’ needs
and performance. Teachers also reported designing instruction based on the learning
styles of students (Pressley et al., 1996). Another study found through observations and
interviews of nine first grade teachers, that high-achieving first grade teachers provided
individualized instruction and review for those students that needed support (WhartonMcDonald et al., 1998). These teachers were also observed using scaffolded instruction
to help move students forward. Effective first grade teachers reported developing
students’ background knowledge before reading. They take the time to ensure that
students understand important concepts before reading a story (Pressley et al., 1996).
Upper Elementary. Sensitivity to students’ needs and interests was not just
evidenced in the primary grades. Observations of 30 fourth grade teachers found that
students’ interests were used to guide instruction and choice of reading materials by
effective fourth grade teachers (Allington & Johnston, 2000).

In a study of fifth grade

teachers, researchers found that students were given choice about what they read and
what they write about (Pressley et al., 1997). Contrary to the findings in the earlier
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elementary grades, Pressley et al., (1998) found that teachers determined what skills to
teach based on a pre-determined continuum of skills instead of the needs of their
students.
Block (2000) studied eight teachers, participants from a larger study of 30
teachers, to further investigate the difference between “more versus less effective Grade 1
literacy instruction that significantly increased less able readers’ achievement” (p. 422).
She found that exemplary literacy teachers used a variety of grouping practices,
averaging eight types compared to the three types used by less effective teachers to
ensure that each student gets what is needed. It was also found that group membership
was varied to “reteach concepts in new ways for those who needed more practice on
specific objectives” (p. 431). Exemplary literacy teachers demonstrated a sensitivity to
students’ needs. Morrow et al. (1999) observed six first grade teachers identified as
exemplary by supervisors or administration. They found that first grade teachers who
provided exemplary literacy instruction based small group configurations and instruction
on students’ needs. These teachers were observed continually monitoring students’ needs
to change groupings when necessary (Morrow et al., 1999). Finding ways to meet the
needs of all students in the literacy classroom adds to the complexity of teaching.
Beyond just academics, developing an environment that meets the needs of students is
also important.
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Classroom Environment. As previously discussed in the theoretical framework,
Vygotsky’s theory stated, “children grow into the intellectual environment around them”
(Allington & Johnston, 2000, p. 20) which supports the need for an engaging and
motivating environment that promotes student learning. Rubie-Davies’ (2007) study of
high- and low-expectation teachers found that the classroom environment was more
positive for students of high-expectation teachers. Those teachers chose to react in a
more positive way to student behaviors creating a “warm classroom climate” (p.303). A
motivating classroom environment focuses on “learning rather than performance or
outcome” (Broussard & Garrison, 2004, p.118). The goal would be for students to
develop an intrinsic motivation, which has been somewhat linked to academic success.
This type of motivation would be evident in the approach a teacher takes to positive
reinforcement. A motivating environment is created by a teacher who understands how
to motivate students. Teachers in high-engaging classrooms provide students with
cognitively challenging tasks that require students’ participation and engagement
(Dolezal et al., 2003). Teachers in low-engaging classrooms appeared to lack knowledge
of what it takes to motivate students; therefore, they made the mistakes of providing
easier tasks, which left students with little to do resulting in off-task behaviors. The
constant disciplining of off-task behavior can create an environment with low academic
engagement.

49

Pressley et al.’s (1998) study used observations of six fourth-grade teachers and
four fifth grade teachers. These teachers were nominated by the language-arts
coordinator based on their ability to effectively “develop appropriate literacy skills and
behaviors at their grade level” (p. 163). Through their observations, they found that
effective literacy teachers were also effective classroom managers. In the intermediate
grades, they noted that classrooms had a positive feel where all students learned to
develop independence. Wharton-McDonald et al. (1998) noted similar results in
exemplary first grade classrooms. Higher achieving students had teachers who praised
them for effort and attention, while lower-achieving students’ teachers rarely used praise
or acknowledged good behaviors instead of academic efforts. Further, the teachers in the
lower achieving classrooms provided more negative feedback than teachers in the highachieving classrooms. Primary students in a low-income school achieved greater success
when their teacher was able to maintain on-task behaviors (Taylor et al., 2000).
Similarly, Flynn (2007) found through observations of three effective literacy teachers,
that it seemed the “excellence of teacher–pupil interaction of all three teachers appeared
to be a key feature that led to the success of their lessons” (p. 145). While content
knowledge is indeed necessary, the classroom environment also plays a role in effective
literacy instruction.
Summary. The previous sections of this review of the literature provided a
conceptual framework of the effective literacy practices that were used to determine the
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agreement between elementary teacher preparation in literacy and schools’ perceived
needs/expectations of teachers. The reviewer determined that knowledge of the literature
regarding literacy best practices provides justification for including each in the
questionnaire. The last section of the review discusses effective literacy instruction and
how it relates to the current study.
The Teacher Makes the Difference
Based on literature reviewed regarding literacy best practices it could be said that
“. . . the teacher is the crucial factor in the classroom” (Gambrell et al., 2015, p. 27).
Effective literacy teachers employ a variety of strategies and practices in the classroom to
enhance student learning. They know how to create an engaging environment that
supports all learners. Being an effective literacy teacher requires not only the knowledge
of literacy best practices, but also the ability put that knowledge into practice.
According to Taylor et al. (2003), “How teachers teach reading is of paramount
importance” (p.24). When considering the effectiveness of literacy practices, it is
important to investigate the knowledge and beliefs of the teacher. Everything that occurs
in the classroom - what students read and do - is determined by the teacher. Block (2000)
asserted, “that teachers’ philosophies and actions go far in determining the nature of
instructional episodes” (p. 422). Teachers’ philosophies about best practices in literacy
will determine the types of activities that occur in the classroom. Therefore, it is
important to consider the input of practicing teachers and administrators, as well as
novice teachers. Explained by social learning theory, novice teachers may emulate what
they see in the school they are hired. This gave the researcher pause to consider what
literacy practices have been deemed important by those already practicing as this can
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impact novice teachers’ experiences in the classroom in both positive and negative ways.
Further, the realization that novice teachers may fall back on practices they experienced
as a student informed the researcher’s decision to determine the needs/expectations of not
only practicing teachers, but administrators as they help define the culture of the building.
Administrative decisions may affect the availability of materials, as well as
instructional expectations, however, the key to determining effective literacy instruction
thus lies within the expertise of effective teachers. Ericsson (2004) asserted that a person
becomes an expert through experience and deliberate practice over an undetermined
length of time. As previously noted in the theoretical framework, novice teachers need
time to gain adaptive expertise. Learning to be a reflective practitioner that can adjust
instruction when needed takes not only time, but also experience. This study sought to
determine what foundational knowledge will help novice teachers achieve a successful
beginning to their career, so they are able to grow as an educator each year.
Summary
This review of the literature began by defining the theoretical framework that
provided a foundation for the study. Next, the concept of teacher development was
addressed with a focus on stage theory, which supports the idea that novice teachers need
time and experience to achieve expertise. The research on effective teacher preparation
was discussed with a focus on early field experience, scaffolding through supervision and
support after graduation. The final part of the review introduced the conceptual
framework for effective literacy instruction based on best practices with a section
dedicated to the importance of the teacher. This review served to inform the researcher
how to determine the best way to determine what practices are most important to include
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as part of the foundational knowledge for pre-service teachers at one regional, state
university.
.
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CHAPTER 3.
Methodology
Introduction
This chapter provides an overview of the methodology used in the present study.
This study sought to determine the degree to which university undergraduate literacy
methods course assignments and instruction align with the perceived needs of area
schools communicated by non-tenured teachers, elementary mentor teachers, school
administrators, and support staff and best practices.
Research Questions
1. Based on stakeholders’ (elementary non-tenured, elementary mentor teachers,
and elementary administrators) input, what are the most imperative practices
new teachers should know to teach reading in local elementary schools
located in one regional, state university’s service region?
2. Based on the questionnaire findings, to what degree is there alignment
between what is being taught in reading methods classes at one regional, state
university and the most imperative practices stakeholders recommend?
This chapter provides a description of the research design, participants, and settings.
Data sources were identified and described which included a questionnaire for each group
of participants. The data gathering procedures, as well as how the data were analyzed
will also be addressed in this chapter.
Research Design
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This study was considered descriptive research, as the goal was to describe the
level of agreement between literacy teacher preparation, school expectations, and best
practices (Johnson & Christensen, 2008). More specifically, this study was a descriptive,
intrinsic case study. The boundaries for inclusion of non-tenured teachers included the
following: graduate of Grace-Clark University (pseudonym), less than four years
teaching experience, and currently teaching in either Aiden County (pseudonym) or
Addison Independent School District (pseudonym). Elementary tenured teachers must
have met the following criteria to be included in the study: worked with or observed a
non-tenured teacher that graduated from Grace-Clark University and employed as an
elementary classroom teacher in the Aiden County or Addison Independent School
district. Administrators must have met the following criteria to participate in this study:
worked with or observed a non-tenured teacher who graduated from Grace-Clark
University and employed as an administrator in the Aiden County or Addison
Independent School district. Questionnaire data, as well as literature regarding practices
of effective literacy teachers was used for triangulation.
This research design was best suited to examine the research question because a
case study allowed the researcher to look in depth at one case that is typical of the entire
population (Kumar, 2014). Further, the goal of the study was on “extensively exploring
and understanding” one single case. To describe the level of agreement, it was important
to gather the input of the stakeholders using a questionnaire and interviews (Johnson &
Christensen, 2008, p. 408). Further, by designing the questionnaire to assess multiple
data points from differing participants, this study provided a rich and detailed description
of the current landscape of literacy teacher preparation in this region.
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Setting/Site
This study was conducted using participants from two distinct sites. The
elementary tenured teachers, administrators, and support staff participants are all
employed by two school districts located in Addison, a city in the southeastern region of
the United States. Non-tenured teacher participants were all recent graduates from
Grace-Clark University.
Elementary Schools. Elementary schools from the Aiden County and Addison
Independent School districts were used for the purpose of this study. Aiden County has
15 elementary schools, while Addison Independent has five. These schools were chosen
based on purposive sampling. Johnson and Christensen (2008) noted that purposive
sampling is used when a researcher “specifies the characteristics of the population of
interest and locates individuals with those characteristics” (p. 239). In this case, the
chosen two school districts were chosen because they hosted more students in the teacher
preparation program and hired more of the university’s graduates than other school
districts in the region. Furthermore, all schools were part of the Grace-Clark University
service region; therefore, the majority of the practicing teachers were graduates of the
university. In addition, these schools hosted pre-service teachers as well as interns. For
that reason, their practicing teachers have a unique perspective on the needs of the
schools as well as what has been taught in the university’s literacy courses.
Both districts were used to ensure a large sample size of nontenured, tenured
teachers, and administrators. Based on the student population size, the Aiden County
School District employed more than three times as many teachers as AISD as seen in
Table 3.1. While the populations varied, the breakdown of teachers’ educational level
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was almost identical as shown in Table 3.2. However, the demographics of the districts
were quite different as noted in Table 3.3. Using both districts ensured that the data
provided was based on a variety of students’ needs. As noted in Table 3.4, the Aiden
County district was considered a mid-low poverty school while AISD was considered
mid-high poverty, which may impact the specific literacy needs for each district and
therefore the data collected. For this reason, participants were asked which district they
are currently employed.
Table 3.1
Teacher Population in Aiden and Addison Independent School District

School
district
Aiden
County

American
Indian or
Alaska
Native

Asian

Hispanic
or Latino

Native
Hawaiian
or Pacific
Islander

Two or
more
races

White
(nonHispanic)

Female

Male

African
American

810

203

33

0

7

15

0

1

957

80%

20.0%

0.033%

0%

0.007%

0.015%

0%

0.001%

94.5%

205

63

15

0

2

3

0

2

246

76.5%

23.5%

0.06%

0%

0.007%

0.001%

0%

0.007%

91.8%

AISD

Table 3.1 lists the demographic information of the teachers in the Aiden County and
Addison Independent School Districts. Aiden County has 15 elementary, four middle,
and four high schools while the AISD has five elementary, one junior high, and one high
schools. The teacher population was virtually the same for all populations with Aiden
County having a slightly higher White (non-Hispanic) population (see Table 3.1). AISD
had a slightly higher population of male teachers compared to Aiden County (see Table
3.1) while the male to female ratio of students is fairly equal among both districts (see
Table 3.3).
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Table 3.2
Educator Qualifications in Aiden and Addison Independent School Districts
School
district

Associates

Bachelor’s

Master’s

Rank I

Specialist

Doctorate

Aiden
County

0.1%

30.4%

46.2%

21.2%

1.8%

.3%

AISD

0.6%

24.4%

46.2%

24.7%

2.9%

1.2%

Table 3.2 gives the percentage of educators with each educational degree, including:
associates, bachelor’s, master’s, rank I, specialist, and doctorate in the Aiden County and
Addison Independent School Districts. This included teachers in the 15 elementary, four
middle, and four high schools in the Aiden County School District. Also included are
teachers in the five elementary, one junior high, and one high schools in the Addison
Independent School District. Educator qualifications were nearly identical with little
variation except that AISD had a slightly higher percentage of specialists with 2.9%
compared to 1.8% (see Table 3.2).
Table 3.3
Student Demographic Information for Aiden and Addison Independent School Districts

School
district
Aiden
County

American
Indian or
Alaska
Native

Asian

Hispanic
or Latino

Native
Hawaiian
or Pacific
Islander

Two or
more
races

White
(nonHispanic)

Female

Male

African
American

8774

9165

1912

23

1725

1469

167

922

11,221

48.9%

51.1%

10.7%

0.12%

9.6%

8.2%

0.93%

5.1%

62.3%

2398

2460

1003

17

234

878

24

304

2398

49.4%

50.6%

20.6%

0.3%

4.8%

18.1%

0.5%

6.3%

49.4%

AISD
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Table 3.3 lists the demographic make-up of the student population in the Aiden County
and Addison Independent School Districts. Aiden County included the 15 elementary,
four middle, and four high schools. The Addison Independent School District included
five elementary, one junior high and one high schools. Based on the demographic
information, Aiden County is a much larger district than AISD with student populations
of 17,939 and 4,858 respectively (see Table 3.3). While AISD may be significantly
smaller, the percentage of diverse student populations was higher with African American
and Hispanic or Latino students accounting for 38.7.% of the population compared to
18.9% in Aiden County.
Table 3.4
Socioeconomic Status of Aiden and Addison Independent School Districts
School district

Free Lunch

Reduced Lunch

No Meal Assistance

Aiden County

49.1%

5.2%

45.7%

AISD

57.8%

2.3%

39.9%

Table 3.4 lists the percentage of the student population that qualifies for free and reduced
lunch in the Aiden County and Addison Independent School Districts. It also tells what
percentage does not qualify for meal assistance. Based on information from the National
Center for Education Statistics, the Aiden County School District was considered midlow poverty school district while AISD is considered mid-high poverty (“Public school
students,” 2019). AISD has a higher percentage of students receiving free lunch
compared to the Aiden County district (see Table 3.4).
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At the time of this study, the Aiden County School District was not using a
common literacy program. Elementary schools were given the autonomy to choose
programs/curriculum that aligned with the state standards and best met the needs of their
students. The researcher does not have knowledge regarding the current literacy
curriculum used by the Addison Independent School District. However, at the time of the
study, one of the elementary schools in the district was using the Scott Foresman Reading
Street reading program.
University Site. Grace-Clark University is a regional university in the
southeastern region of the United States. In 2017, the university enrolled 17,666
undergraduates (Fact Book, 2018). The university’s mission statement states that GraceClark University “prepares students of all backgrounds to be productive, engaged,
and socially responsible citizen-leaders of a global society. The University provides
research, service and lifelong learning opportunities for its students, faculty, and other
constituents” (university website).
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Table 3.5
Undergraduate Student Population
Grace-Clark University
Undergraduate Population 2017

Grace-Clark University Elementary
Education Graduates 2017-2018

American Indian or
Alaska Native

48 (0.3%)

0 (0%)

Asian

301 (1.7%)

1 (0.007%)

African American

1494 (8.5%)

0 (0%)

Hispanic or
Latino
Native Hawaiian or
Pacific Islander

593 (3.4%)

2 (0.014%)

25 (0.1%)

0 (0%)

Non-Resident Alien

641 (3.6%)

0 (0%)

Two or more races

579 (3.3%)

0 (0%)

13,768 (78%)

139 (96.5%)

217 (1.2%)

2 (0.014%)

Student Populations

White (non-Hispanic)
Not Supplied

Table 3.5 lists the demographic information of the undergraduate population at
Grace-Clark University in 2017 and the specific demographic information of the
elementary education program’s student graduates in the 2017-2018 academic year.
Based on the demographic data, the undergraduate student population was predominantly
White (non-Hispanic) with very little representation of diverse cultures (see Table 3.5).
The elementary education program had similar demographics.
The university’s elementary education program prepared pre-service teachers on
the main campus, as well as three regional campuses in nearby towns. In 2017, there
were 585 undergraduate students enrolled in the elementary education program (Fact
Book, 2018) making it the third most popular major in the top ten majors on campus.
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Sampling Procedure. Grace-Clark University was chosen using purposive
sampling because they were the university that trained the majority of non-tenured
teachers in the two chosen school districts (Johnson & Christensen, 2008). My past
relationship also afforded me the opportunity to make contacts and gather data that would
otherwise be more difficult. Further, my association with the university, as well as my
relationships within the local school districts, encouraged participation among
participants.
Participants
It was important to consider the participants and their level of expertise or
knowledge regarding both the university program and local elementary schools. Four
different groups participated in this study: elementary non-tenured teachers, tenured
teachers, administrators, and literacy support staff. These four groups were chosen to
reflect different developmental stages that teachers move through during their career from self-preservation to thinking outside the classroom (Glickman, 1981). For a teacher
preparation program to understand its impact on teachers, it is important to assess
efficacy and competence of new teachers from the perspective of those at different
developmental stages. In this section the following participants were described:
elementary non-tenured teachers, tenured teachers, administrators, and literacy support
staff.
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Non-tenured Teachers. Non-tenured teachers were those that are currently in
their first three years of teaching after graduating from Grace-Clark University. Nontenured teachers have a wealth of knowledge that may benefit those at the university and
local elementary schools. These teachers are recent graduates and currently in the “trial
by fire” year of teaching which gives them a unique perspective. Unlike more
experienced teachers, they just received instruction on best practices in literacy.
However, they are also most vulnerable to the pressures of school culture which may not
value the same literacy practices they were taught.

Non-tenured teachers from Grace-Clark University have completed all the
required coursework to earn an undergraduate degree in elementary education. These
requirements include completion of 128 hours of coursework; including two required
literacy courses. Non-teachers passed the Praxis Multiple Subjects Exam, which includes
the Reading and Language arts exam, as well as the Principles of Learning and Teaching
exam. Both exams are required to earn a teaching certificate in this southeastern state.

Teacher candidates took a foundational literacy course with a focus on how to
teach children to read. University teacher candidates create an interactive read aloud and
guided reading lesson that are taught in a 10-hour supervised field experience. Further,
teacher candidates observed and analyzed the literacy environment making connections
to theories and strategies learned through coursework.
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A literacy assessment course which focused on the administration of assessments
is the other required course. Teacher candidates were assigned a target student to work
with for the 20 hours of supervised field experience. The data gleaned from assessments
was used to design and implement purposeful instruction for the target student. Teacher
candidates design four lessons, each focused on one area of literacy: phonemic
awareness, phonics, fluency, comprehension or writing.

Population Criteria. Grace-Clark University certified 144 elementary education
majors in the 2017-18 academic year (per the Educational Technology Director at GraceClark University, Title II data). Therefore, the total population of first-year teachers who
could participate in the study was 144. Demographic data showed 136 females, 7 males
and 1 unknown. Further, 139 Caucasian, non-Hispanic, 2 Hispanic, 2 ethnicity not
specified, and 1 Asian or Pacific Islander. The first-year teachers who participated in this
study graduated in either December of 2017 or May of 2018. Participants had completed
their first year of teaching beginning in August of 2018, ending in May of 2019. At the
time of questionnaire distribution, these same teachers were starting their second year of
teaching in Aiden County or Addison Independent School District elementary school. To
allow for greater participation, the population was extended to include all those that
would be non-tenured during the following school years: 2017-2018, 2018-2019, and
2019-2020. In the Spring of 2019, there were 444 elementary education undergraduates
enrolled in classes with 116 intending to graduate by spring of 2020. This means that
approximately 260 elementary non-tenured teachers were eligible to participate in this
study.
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Sampling Procedures. Johnson and Christensen (2008) suggest a sampling of
169 based on a population of 300. There was a total of 306 non-tenured teachers,
including the 69 first-year teachers, in the Addison Independent and Aiden County school
districts. Response rates for online surveys are typically around 30% but can be
increased to 50% through purposeful and strategic follow up techniques (Nardi, 2018)
such as follow up emails and incentives for those who completed the questionnaire in the
form of a gift card drawing. All non-tenured teachers in the Addison Independent and
Aiden County School districts were sent questionnaires to ensure adequate data.

Mentor Teachers. Mentors could be tenured or non-tenured teachers. In this
case, elementary mentor teachers must have worked with or supervised a first-year
teacher to possess the knowledge needed to be complete the questionnaire (Johnson &
Christensen, 2008). Since all non-tenured and tenured elementary teachers in both
districts were sent questionnaires, a question was asked in the demographic data asking if
the participant has been designated a mentor teacher.

Due to the suspension of the TIP (Teacher Internship Program), both Aiden
County and Addison Independent School Districts created programs to meet the needs of
their first-year teachers. Aiden County partnered with Grace-Clark University to create a
New Teacher Academy. Each new teacher (mentee) was assigned a mentor. Mentor
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teachers were chosen based on the anticipated success in their abilities to coach a new
teacher. The mentors were required to supervise and observe their assigned mentee.

In the Addison Independent School District (AISD), Sydney Trey (pseudonym),
Director of Instructional Programs, was leading a program like Aiden County’s, which
was a program designed to support new teachers in their school district. Like Aiden
County, AISD chose to pair a mentor teacher with a mentee. Mentor teachers were
required to supervise and observe mentees in some capacity.

Elementary Tenured Teachers. Current (mentor) teachers should be considered
the experts in the field (Duffy, 1991) and given voice to share how they feel about the
university’s expectations for pre-service teachers and how that aligns with the need of the
schools. Teachers who have experience tend to be more altruistic and therefore able to
look more closely at their own practices as well as others’, whereas early teachers are
more egocentric (Glickman, 1980). Based on this mindset, all 359 tenured elementary
teachers in the Aiden County and Addison Independent School Districts were included in
this sample. Skip logic questions were used to determine which elementary teachers
were designated as mentors and which only worked with closely or observed a nontenured teacher that graduated from Grace-Clark University.
Administrator Participants. Administrators are responsible for not only hiring
new teachers, but for establishing the culture of the school. It was important to gain their
perspectives regarding literacy needs within the schools they serve, as well as what
knowledge and expertise they expect from a perspective hire. Administrators also
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determine what type of literacy practices are encouraged or supported through their
allocation of funds, whether it be programs or staff support. The decisions made by the
administration communicate what is valued and respected to all school personnel.

Administrators, principals, and vice principals, from elementary schools
participated in the study. Based on the placements of non-tenured teachers, all principals
and vice principals at the host elementary schools were included in the sample. Nonrandom sampling, specifically purposive sampling, was used to determine participants
since an administrator would need to meet certain criteria to be included in the sample
(Johnson & Christensen, 2008). Approximately 15 administrators were surveyed.

Literacy Support Staff. Both school districts employed staff that were
responsible for supporting both the teachers and curriculum. In the Addison Independent
School District, each elementary school employed a curriculum coordinator whose main
job was to ensure that the needs of the teachers and students are being met. The
coordinator used data to determine what types of instructional practices need to be altered
or implemented. The Aiden County School District employed two literacy specialists
who service the entire district. They were responsible for ensuring that teachers were
being supported while ensuring that best practices in literacy are being used in all
classrooms. These specialists had direct knowledge of non-tenured teachers’ strengths
and areas of need through observations and direct instruction.
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Non-random sampling, specifically purposive sampling, was used to determine
participants since curriculum coordinators and reading specialists must meet certain
criteria to be included in the sample (Johnson & Christensen, 2008).
Reading specialists from the Aiden County Schools District participated in the
study by completing an online, open-ended questionnaire designed specifically for their
unique input. Curriculum Coordinators from the Addison Independent School District’s
elementary schools that employed non-tenured, Grace-Clark University graduates were
sent the same questionnaire as administrators.
Demographic Data of Participants
Table 3.6
Non-Tenured Teachers Demographics of Teaching Experience
Teaching
experiences

Less than 1
year

1 year

2-3 years

4 years

Total years
teaching

7 (41.2%)

2 (11.8%)

3 (17.6%)

5 (29.4%)

Total years
teaching in this
district

5 (29.4%

2 (11.8%)

3 (17.6%)

5 (29.4%)

Table 3.6 shows the demographic data of non-tenured teacher participants’
teaching experience from both the Addison Independent and Aiden County School
Districts.
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Table 3.7
Non-tenured Teachers’ Level of Education
Level of education
Bachelor’s
Master’s
Rank I

Non-tenure teachers
14 (82.4%)
2 (11.8%)
1 (5.9%)

Table 3.7 shows the highest level of education for non-tenured teacher
participants from the Addison Independent and Aiden County School Districts.
Table 3.8
Non-tenured Teachers First Three Years of Teaching
Year of
teaching

Kindergarten

First
grade

Second
grade

Third
grade

Fourth
grade

Fifth
grade

Sixth
grade

Year one

1 (5.9%)

3 (17.6%)

4 (23.5%)

1 (5.9%)

4 (23.5%)

4 (23.5%)

0 (0%)

Year two

1 (5.9%)

3 (17.6%)

3 (17.6%)

0 (0%)

1 (5.9%)

1 (5.9%)

0 (0%)

Year three

0 (0%)

3 (17.6%)

4 (23.5%)

0 (0%)

0 (0%)

0 (0%)

0 (0%)

Table 3.8 shows the grade levels taught the first three years of non-tenured
teacher participants from the Addison Independent and Aiden County School Districts.
Table 3.9
Tenured Teachers Demographics of Teaching Experience
Teaching
experiences
Total years
teaching
Total years
teaching in this
district

1-3 years

4-6 years

7+ years

0

6 (14%)

37 (86%)

6 (14%)

9 (20.9%)

27 (62.8)
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Table 3.9 shows the teaching experience demographics of tenured teacher
participants in the Addison Independent and Aiden County School Districts.
Table 3.10
Tenured Teachers’ Level of Education
Level of education
Bachelor’s
Master’s
Master’s +hours
Rank I
Doctorate

Tenure teachers
3 (7%)
18 (41.9%)
7 (16.3%)
14 (32.6%)
1 (2.3%)

Table 3.10 shows the highest level of education for tenured teacher participants
from the Addison Independent and Aiden County School Districts.
Table 3.11

Tenured Teachers Current Grade Level

Kindergarten

First grade

Second
grade

Third grade

Fourth
grade

Fifth grade

Sixth grade

5 (11.6%)

8 (18.6%)

4 (9.3%)

6 (14.0%)

6 (14.0%)

8 (18.6%)

6 (14.0%)

Table 3.11 shows the grade level tenured teacher participants were teaching at the
time the questionnaire was distributed. The teachers included teach in the Addison
Independent and Aiden County School Districts.
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Table 3.12
Administrators’ Demographics of Experience
Experience

Less than one year

1-3 years

7+ years

Total years as a
classroom teacher

0 (0%)

0 (0%)

3 (100%)

Total years as a
classroom teacher in
this district

0 (0%)

1 (33.3%)

1 (33.3%)

Total years as an
administrator

2 (66.7%)

0 (0%)

1 (33.3%)

Total years as an
administrator in this
district

1 (33.3%)

1 (33.3%)

1 (33.3%)

Table 3.12 shows the teaching and administrative experience of the administrator
participants from the Addison Independent and Aiden County School Districts.
Table 3.13
Administrator’s Level of Education
Level of education
Master’s +hours

Administrators
3 (100%)

Table 3.13 shows the highest level of education for the administrator participants
in the Addison Independent and Aiden County School Districts.
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Table 3.14
Literacy Support Staff Demographics of Teaching Experience
Teaching Experience

Less than 1 year

1 year

2-3 years

4+ years

Total number of years
teaching

0 (0%)

0 (0%)

0 (0%)

6 (100%)

Total number of years
teaching in this district

0 (0%)

0 (0%)

2 (33%)

4 (67%)

Total years in current
position

1 (17%)

1 (17%)

3 (50%)

1 (17%)

Table 3.14 shows the demographics of teaching experience for the literacy
support staff participants. These participants were employed by either the Addison
Independent or Aiden County School District.
Table 3.15
Education Level of Literacy Support Staff
Level of education

Literacy support staff

Master’s

5 (83%)

Rank I

1(17%)

Rank I+

0 (0%)

Table 3.15 shows the highest level of education for literacy support staff
participants. These participants were employed by either the Addison Independent or
Aiden County School District.
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Researcher Role
As a literacy instructor at a state university, it was my job to provide the best
instruction and teaching opportunities for my students. My role as the researcher has
clearly been shaped by my experiences teaching in the elementary education program at
Grace-Clark University. I have been afforded the opportunity to teach all but two courses
in the elementary education program during my tenure at Grace-Clark University.
Through these experiences, I have worked with the novice first semester teacher
candidate to the most experienced student teacher. Over the past few semesters, I have
started to question the degree of alignment between what is being taught in the university
classroom, the literacy expectations/demands in the elementary classrooms, and best
practices. My concern has grown since re-entering the elementary classroom this past
year as a fifth grade teacher. The expectations at the school level have changed since I
was a classroom teacher back in 2010, which means that my impact at the university was
shaped by an experience that is now somewhat outdated. This is not to say that one or
the other is incorrect in their expectation, but that we need to be communicating to ensure
new teachers are successful, thereby making sure the young people of our community are
being taught by the most prepared teachers.
Positionality Statement
I began my career in education as an elementary teacher and taught all grades
preK-5. Due to my experience, I have a great respect for teachers. I also believe that
they should have a voice in how the university trains new teachers. My belief is that
teacher education is a cycle and each piece is equally important. The university trains the
teachers who then work out in the field. We (university) send our pre-service teachers
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into the field to not only observe, but learn from practicing teachers. It only makes sense
that we later ask those teachers for input on the preparedness of new teachers, as well as
what they need to be successful. Not only do they have the experience to back up their
arguments, but many have worked directly with new teachers. My former and current
experience as an elementary teacher has clearly affected how I view practicing teachers.
After completing my elementary teaching career in 2010, I was given the
opportunity to work as a college instructor in the school of teacher education. My job
required that I teach a variety of classes in the elementary education program, including
the reading methods courses. While I strongly believe that we are doing a tremendous
job preparing new teachers, I do believe that there are gaps and deficiencies that many
instructors are not aware of due to their lack of current classroom experience and
unwillingness to take input from stakeholders. My role at the university has afforded me
the opportunity to work with teachers at all levels of development.
Many of the non-tenured teachers employed by the Aiden County and Addison
Independent School districts were former students of mine in classes at Grace-Clark
University. Further, my position at the university required that I observe pre-service
teacher candidates in both districts. This meant that I also have relationships with many
of the elementary mentor teachers as well as administrators and support staff. My own
children were also students at one elementary school in the Addison Independent School
District. These relationships encouraged me to conduct this study, as many of these
teachers have communicated that they wanted a voice regarding the instruction provided
at the university. My role as an instructor also played a vital part in my motivation to
initiate my study. I take great pride in my position as someone who impacts how future
74

teachers teach reading in the elementary schools. For this reason, I wanted to ensure that
we (the university) are providing the best instruction possible for new teachers. Of
course, this means that I also believe that most new teachers are doing the best they can
but need further support. This lens determined the goal of my study. Through
conversations with both new and veteran teachers, I believe that the university can and
should do a better job preparing new teachers to teach reading. I acknowledge that my
relationships and current position directly influences my study in terms of data collection
and analysis. Being a university instructor of many of the current teachers in both
districts determined how I would collect data. I knew that my position could influence
the responses if data were collected through interviews; therefore, I chose to use a
questionnaire which allowed for anonymity. My belief is that the university may need to
adjust what is taught to pre-service teachers regarding reading instruction. Since
designing my study and collecting data, I have re-entered the school world as a fifthgrade reading teacher. My new role definitely confirmed my initial belief that there are
certain imperative practices new teachers need to know to have a successful first year.
This bias may influence how I analyze and interpret the data by unknowingly looking for
themes that support this position. For this reason, I have chosen to put some strategies in
place to ensure trustworthiness.
Trustworthiness
One strategy employed was data triangulation (Johnson & Christensen, 2008).
Not only did I collect data from different groups of people, but I also used two types of
questionnaires. The literacy support staff were sent an open-ended questionnaire, while
the other three groups were sent a questionnaire with a mix of closed and open-ended
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questions. The use of two types of questionnaires allowed me to gain data in two
different ways and further corroborate the developed themes. The other strategy I
implemented was the use of a peer debriefing (Glesne, 2016). I chose a male colleague to
conduct my peer debriefing. He had been familiar with my study and had working
knowledge of the teacher preparation program. As a Doctored professor who had served
on many dissertation committees, I felt confident in his ability to recognize any bias. He
reviewed my data analysis to confirm that my bias was not reflected in my interpretation
of the data. I had the same colleague review my developing codes and themes as I began
analyzing the data. His role was to share any bias or misinterpretations he determined
may exist. This allowed me to continually check for bias during analysis. He found little
to no bias in my interpretation of the data. It was difficult to remain completely unbiased
as I have served in both roles and tended to interpret the results from my own
experiences.
Data Sources
This research study utilized only primary data sources. Data were collected from
questionnaires. This section will give further details about the questionnaire items.
Questionnaire Data. The researcher chose to use a questionnaire for data
gathering to allow for standardization and reduce the likelihood that the researcher may
influence responses in any way (Nardi, 2018). Questionnaires were sent to elementary
non-tenured teachers, tenured teachers, administrators, and literacy support staff.
Questionnaires for the elementary non-tenured, tenured teachers, and administrators
utilized both closed- and open-ended items. Literacy support staff input was gathered
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using an open-ended questionnaire. The questionnaire was designed to determine the
knowledge and use of specific literacy strategies by non-tenured teachers, as well as the
expectations of the elementary school districts. Modified questionnaires were used to
assess the same information from the elementary mentor teachers and administrators.
The online questionnaire was created using Qualtrics Survey Software which allowed for
distribution through email.

Pilot of Survey. A pilot of the survey was conducted to ensure that questions
were clear and understandable to participants. Input was also requested to allow for edits
or changes to the questionnaire before distribution.

On January 2, 2020, a former administrator from one of the school districts in the
study was interviewed as he completed the initial draft of the administrator questionnaire.
He was a principal at one of the elementary schools. He shared his thoughts and
feedback as he completed the administrator questionnaire (Appendix A ). One of his
concerns was the wording of the instructions which asked the participant to rate the
effectiveness of the teacher preparation program. He also commented that it was difficult
to differentiate between the different rating options – strongly agree, agree, disagree and
strongly disagree. Based on his feedback, the survey was revised to allow participants to
rate each practice as imperative, somewhat imperative, and least imperative for a
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successful first year of teaching reading. I also changed the survey to make the level of
preparedness binary – sufficiently prepared or unprepared.

On January 6, 2020, I met with a former, tenured teacher who worked in a school
district outside the region of the study. We met for an hour to discuss her impressions as
she completed the elementary mentor questionnaire (Appendix B ). She communicated
that most of the questions were clearly written and understandable. One question that
was of concern dealt with using texts in the classroom. The question did differentiate
between literature and informational texts. She commented that this needed to be
changed to allow for teachers to opine on the importance of each. No other changes were
made.

On January 12, 2020, I sent a modified questionnaire for non-tenured teachers to a
former student who was in her first year of teaching in a school district outside the region
of the study. Based on the feedback from the tenured teacher and administrator, changes
were made to the non-tenured questionnaire. The non-tenured questionnaire asked the
participant to sort practices based on importance for a successful first year of teaching
reading. It also asked participants to sort practices into two categories, prepared or
unprepared to implement, based on their own perceptions of preparedness. She completed
the questionnaire (Appendix C) and provided verbal feedback through a follow-up phone
call. She found the survey clear and reported no issues.
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Based on the pilot of the survey, as well as feedback from my committee, changes
were made that are reflected in the following descriptions.

Elementary Non-tenured Teacher Questionnaire. The elementary non-tenured
teacher questionnaire contained 12 questions (see Appendix C) and took approximately
15 minutes to complete. The questionnaire was separated into five sections that focus on
different aspects of effective literacy instruction: (a) instructional practices that support
literacy development, (b) instructional materials/practices that support literacy
instruction, (c) balanced approach to literacy, (d) instructional design that supports
literacy development, and (e) meeting the needs of students. Within each section,
elementary non-tenured teachers were asked to consider their experience in the teacher
preparation program at Grace-Clark University to determine how prepared they felt to
implement literacy best practices. They were also asked to share how imperative each
practice was to their success implementing reading instruction during their first year in
the classroom. The final two questions were open ended to allow elementary non-tenured
teachers the opportunity to share thoughts about items not addressed in the previous
sections. The first question asked elementary non-tenured teachers to share barriers they
have experienced while planning or implementing literacy instruction. The second
question asked them to share what they wish they would have known regarding literacy
instruction before entering their first elementary classroom.
Elementary Tenured Teacher Questionnaire. The elementary tenured teacher
questionnaire contained 12 questions (see Appendix D) and took approximately 15
minutes to complete. The questionnaire was separated into five sections that focus on
different aspects of effective literacy instruction: (a) instructional practices that support
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literacy development, (b) instructional materials/practices that support literacy
instruction, (c) balanced approach to literacy, (d) instructional design that supports
literacy development, and (e) meeting the needs of students. Within each section,
elementary tenured teachers were asked to consider their experiences with any nontenured teachers they worked closely or observed that graduated from the teacher
preparation program at Grace-Clark University. Considering the typical graduate, they
were asked to rate how prepared the typical non-tenured teacher is to implement literacy
best practices in the elementary classroom. Elementary tenured teachers were also asked
to evaluate the importance of literacy best practices for their home school. The final
questions were open ended to allow elementary mentor teachers the opportunity to share
thoughts about items not addressed in the previous sections. Elementary tenured teachers
were asked to briefly describe their expectations for a new teacher in regards to planning
and/or implementing reading instruction. They were also asked to share what they wish
the university teacher preparation program would prepare new teachers to do in terms of
literacy best practices.
Administrators Questionnaire. The administrator questionnaire contained 12
questions (see Appendix E) and took approximately 15 minutes to complete. The
questionnaire was separated into five sections that focus on different aspects of effective
literacy instruction: (a) instructional practices that support literacy development, (b)
instructional materials/practices that support literacy instruction, (c) balanced approach to
literacy, (d) instructional design that supports literacy development, and (e) meeting the
needs of students. Within each section, administrators were asked to consider their
experiences with any non-tenured teachers they worked closely or observed that
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graduated from the teacher preparation program at Grace-Clark University. Considering
the typical graduate, administrators were asked to rate how prepared the typical nontenured teacher is to implement literacy best practices in the elementary classroom.
Administrators were also asked to evaluate the importance of literacy best practices for
their home school. The final questions were open ended to allow administrators the
opportunity to share thoughts about items not addressed in the previous sections. They
were asked to briefly describe their expectations for a new teacher in regards to planning
and/or implementing reading instruction. They were also asked to share what they wish
the university teacher preparation program would prepare new teachers to do in terms of
literacy best practices.
Literacy Support Staff Questionnaire. Reading specialists from both the
Addison Independent and Aiden County school districts were sent an open-ended
questionnaire (see Appendix F). At the time of the study, there were two reading
specialists in the Aiden County School District and one, possibly two, in the Addison
Independent School District.
The purpose of the open-ended questionnaire was to gain first-hand knowledge of
non-tenured teachers’ levels of literacy knowledge from literacy experts in each district.
These specialists were responsible for working with all teachers in the district and
therefore can provide valuable insights into the level of literacy preparation of nontenured teachers in the district.
The questionnaire was designed to determine the knowledge, efficacy, and use of
specific literacy strategies by non-tenured teachers. It also determined the types of
supports given to non-tenured teachers in each school district.
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The questionnaire contained a total of six questions, each designed for a specific
purpose. To begin, the reading specialists were asked to share the expectations the
district holds for non-tenured teachers. Since it is the responsibility of these specialists to
assist teachers in the area of literacy, they should be able to provide a detailed account of
the expectations the district has communicated. The next two questions addressed what
strengths and areas of need in literacy the specialists have noted for non-tenured teachers.
The role of the specialist is to not only assist, but to also observe teachers in the district;
therefore, this person has first-hand knowledge of strengths and areas of need. The last
questions dealt with the connection between the university teacher preparation program
and the elementary schools’ expectations. The specialists were asked to share what types
of supports the university could provide non-tenured teachers. Furthermore, the
specialists were asked to identify the biggest disconnect as well as the strongest
connection between the university teacher preparation program and the elementary
schools’ expectations.
Data Gathering Procedures
Round One
Data were gathered through an online questionnaire. The link to the online
questionnaire was emailed to the Addison Independent and Aiden County school
districts’ superintendents. Table 3.16 shows the research activity for round one of data
collection.
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Table 3.16
Plans for Research Activity
Date
05/01/2020
05/06/2020
05/11/2020
5/18/2020

Research Activity
First round of questionnaires was emailed to participants
Sent out first email reminder to participants
Sent out second email reminder to participants
Sent out third email reminder to participants

In the spring of 2020, my survey was sent out to teachers just after I defended my
proposal and after COVID hit in March. Unfortunately, I was not able to obtain an
adequate amount of data. I had a total of over 150 responses recorded, however, very
few completed surveys. My results were as follows: 25 tenured, 10 non-tenured, 4
literacy staff, and 3 administrators completed the entire survey. When I looked back at
the data, I noted that many participants opened the survey but stopped after 20-30
seconds. They also stopped once they encountered the drag and drop or open-response
questions. For these reasons, and after consulting with Dr. Almasi, I planned to
reorganize the survey so all the closed-response questions were at the beginning of the
survey. I also chose a different response method as I believed that many attempted to
complete the survey using cell phones. The format that I had previously used may not
have been as easy to navigate on a cell phone. Instead of using the drag and drop feature,
I used buttons that the participant would click to choose an answer.
My other concern was that the survey may not have reached all of my
participants. The superintendent of one school district sent the survey directly to all
elementary teachers in the district. I was able to confirm this by following up with
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teachers in different school buildings. I am unsure of who received the survey in the
other school district as I did not receive a follow up response from the superintendent and
heard from several teachers that they did not receive the survey. My understanding was
that the superintendent sent it to the building principals to disperse. Due to this fact, I
had no way to follow-up. For this reason, I chose to compile a list of teachers’ emails
for both districts using the schools’ websites. The IRB approved this way of obtaining
information since the emails were public knowledge. By sending the emails directly to
the teachers I was able to ensure that follow-up emails were sent, as well as confirm that
all my participants were sent the survey.
Round Two
Data were gathered through an online questionnaire. The online questionnaire was
emailed to the four groups of participants, which include elementary non-tenured, tenured
teachers, school administrators, and literacy support staff.
Table 3.17
Plans for Research Activity
Date
04/16/21
04/23/21
05/05/21
05/14/21

Research Activity
First round of questionnaires was emailed to participants
Sent out first email reminder to participants
Sent out second email reminder to participants
Sent out third email reminder to participants

Gathering Questionnaire Data. An email list was created for each school
district. The first round of emails was sent on Friday, April 16, 2021 to all four groups of
participants. Follow-up emails were sent one week, two weeks, and one month after
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distributing the questionnaire (see Table 3.17). Those reminder emails were used to
increase participant participation.
To further increase participant response rate, incentives were given out through a
random drawing. Participants were asked to share an email address when completing the
questionnaire. Those that completed the questionnaire and chose to participate in the
drawing will be eligible to win a one of twenty gift cards. A random number generator
was used to choose the gift card winners. Participants who won a gift card were notified
by email.

Data Analysis Procedures
Questionnaire. Questionnaire data were analyzed using descriptive statistics
(Johnson & Christensen 2008). The data set was organized into several frequency
distributions. First, the closed-ended questions were analyzed by participant groups. A
frequency distribution was created using the results from each question within all four
sections of the questionnaire. For example, question one asked which literacy best
practices non-tenured teachers are most prepared and under- or unprepared to implement
in the classroom. Using a frequency distribution allowed the researcher to note which
literacy best practices most respondents felt prepared to implement and which they did
not. Based on those results, the researcher determined the mean for each of the literacy
best practices. This type of analysis was done for all three groups of participants. Data
were represented using bar graphs. The researcher also summarized the results in
narrative fashion.
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Upon completion of the first step in analysis, the researcher looked for
commonalities between the participants’ responses to questions. For example, each
group was asked to determine which literacy best practices are most, somewhat, or least
imperative for a non-tenured teacher’s success in the classroom. Since each group
responded in the same manner, the researcher was able to compare the similarities and
differences among groups. Using the bar graphs and means created in the first step of
analysis, the researcher found areas of commonalities and discrepancies within the
groups’ responses.
Open-ended questions for each group of participants were analyzed using
thematic analysis. Responses were segmented into meaningful chunks of text (Johnson
& Christensen, 2008). Meaningful chunks of text were those that were considered useful
for the research study and important to the researcher. Each chunk of text was coded
using abstract codes to allow for codes to be used for multiple instances of the similar
data. For instance, all participants were given the opportunity to share what they would
like to see as part of the literacy teacher preparation program. In this case, codes needed
to be broad enough to address all the different types of responses from each group of
participants. For this reason, initial codes were based on the five categories that have
been pre-determined by practices of effective literacy teachers. Other categories were
determined using the coded data, if needed. Those categories were used to determine
themes and patterns that are present in the data. Throughout the coding process, I relied
upon the input from a peer debriefing to ensure that my bias was not influencing the
developed themes and patterns. Further, I created analytic memos (Saldaña, 2016) while
coding the data. Memos served to acknowledge and note my thinking as I created codes
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and themes. These themes and patterns further substantiated the data gathered from the
closed-ended question.
To further understand the university’s perspective on what best practices are
important for successful literacy, the researcher used the data from the questions
regarding level of preparation from all stakeholders. It was determined that the data from
non-tenured teacher regarding their level of preparation would indicate what was being
taught effectively at the university. Data from tenured teachers, administrators and
literary support staff would further support the data from non-tenured teachers by
confirming or disproving their feeling about their own level of preparation. Through this
type of analysis, I was able to determine the practices and theories that are the focus of
the university’s reading methods courses.
The last step of analysis was to describe how the data points all fit together (see
Figure 1). The researcher summarized the results focusing on the level of agreement
between the data gathered from participants, practices of effective literacy teachers, and
the university’s teacher preparation program in literacy.
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Figure 3.1
The Three Data Points of the Study.

Characteristics of
Effective Literacy Teachers

Elementary Schools’
Expectations

University Teacher
Preparation

Summary
This chapter described the methodology for my study. It included information
about the three participant groups as well as the two settings where the study will take
place. Further, the data sources were described and the gathering procedures were
explained. The analysis procedures for the questionnaire data were explicitly outlined.
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CHAPTER 4.
Findings and Discussion
Introduction
This chapter will provide an overview of the findings gathered from a survey
completed by elementary non-tenured and tenured teachers, administrators, and literacy
specialists from two area school districts. The goal of this study was to understand nontenured and tenured teachers’, administrators’, and literacy support staff’s perceptions of
the most imperative practices new teachers should know to teach reading in local
elementary schools located in one regional state university’s service region. In addition,
the findings determined the degree to which there was alignment between what was being
taught in reading methods classes at one regional, state university with those most
imperative practices.
To provide the most comprehensive findings, this chapter is organized by the best
practices in literacy: instructional practices that support literacy instruction, using
materials that support literacy instruction, comprehensive approach to literacy,
instructional design that supports literacy development, and meeting the needs of
students. Within each section, data are provided from all groups of participants.
Instructional Practices that Support Literacy Instruction
Practices of effective literacy teachers include instructional practices that support
literacy instruction. For the purpose of this study, the following practices were included:
planning/implementing whole group lessons, an interactive read aloud, a close reading
lesson, a shared reading lesson, and small group lessons based on student needs. Each
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group of participants communicated whether each practice was imperative, somewhat or
least imperative to a new teacher’s success teaching reading.

Level of Alignment of Imperativeness for Planning/Implementing Instructional
Practices
This section will provide an overview of the level of alignment between
stakeholders regarding their perceptions of the imperativeness of planning/implementing
certain instructional practices. These practices were perceived to be those necessary for a
successful literacy program. Stakeholders were asked to rate each as imperative,
somewhat imperative, or least imperative for a new teacher to have a successful first year
of teaching reading.
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Table 4.1
Imperativeness of Planning/Implementing Instructional Practices
Instructional
practice

Plan/implement
whole group
reading
instruction
Plan/implement
an interactive
read aloud

Plan/implement
a close reading
lesson

Plan/implement
a shared reading
lesson

Plan/implement
small group
instruction
based on
students’ needs

Somewhat imperative for
success

Imperative for success
Nontenured

Tenured

Admin

Nontenured

16

39

3

0

2

94.1%

95.3%

0%

4.7%

10

23

6

16

58.8%

53.5%

35.3%

37.2%

12

23

4

17

70.6%

53.5%

23.5%

39.5%

6

22

6

18

35.3%

51.2%

35.3%

41.9%

15

40

1

1

88.2%

93%

5.9%

2.3%

2

2

2

3

Tenured

Admin

Least imperative for
success
Nontenured

Tenured

Admin

0

0

0

0%

0%

0

2

0%

4.7%

0

1

0%

2.3%

4

1

23.5%

2.3%

0

0

0%

0%

0

0

0

0

0

Analysis showed there was some alignment between the stakeholders’
perceptions as to which practices were most imperative for a successful first year of
teaching literacy. Stakeholders’ expectations showed that the highest importance was
placed on planning/implementing whole group instruction and small group instruction.
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1

1

1
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As indicated in Table 4.1 above, 94.1% of non-tenured and 95.3% of tenured reported
that planning/implementing whole group instruction was most imperative for a
successful first year of teaching reading. Small group instruction results were similar
with 88.2% of non-tenured and 93% of tenured reporting this as a most imperative
practice for a successful first year of teaching reading. These results clearly align with
what is already known about grouping practices. In Pressley et al.’s (1996) study it was
found that effective first grade teachers used a combination of whole class, small group,
and individualized instruction to ensure literacy growth in students. A similar study of
upper elementary grades found that fourth and fifth grade teachers used whole class,
small groups, and individualized instruction when appropriate (Pressley et al.,1998).
Given the opportunity to share expectations for new teachers, one tenured teacher
expressed, new teachers need to know how to “plan whole group based on grade level
and small groups at the students’ individual levels.” Further, they should be able to
provide “engaging reading instruction” designed for whole groups, small groups, and
individuals. Beyond the planning, one tenured teacher felt that management of these
groups was important for a successful first year of teaching reading. One literacy
specialist noted that “managing the logistics of carrying out a guided reading lesson with
small groups can be very challenging for new teachers.” Clearly, there was agreement
among the stakeholders’ perceptions that these practices are imperative for a new teacher
to have a successful first year of teaching reading. While these practices were deemed
most imperative for a successful first year of teaching reading, there were other practices
considered somewhat to most imperative for a successful first year.
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There was agreement among non-tenured and tenured elementary teachers’
perceptions regarding the imperativeness of planning/implementing a close reading
lesson. This practice was considered somewhat to most imperative by 94.1% of nontenured (23.5% and 70.6% respectively) and 93% of tenured teachers (39.5% and 53.5%
respectively) for a successful first year teaching reading.
There was agreement among non-tenured and tenured elementary teachers
regarding their perceptions of the imperativeness of planning/implementing an interactive
read aloud. This practice was found to be somewhat to most imperative by 94.1% nontenured (35.3% and 58.8% respectively) and 90.7% tenured teachers (37.2% and 53.5%
respectively) for a successful first year of teaching reading. While there was agreement
among stakeholders regarding the planning/implementing of an interactive read aloud,
the results clearly did not support it being an imperative practice for a successful first
year teaching reading.
There was agreement among non-tenured and tenured elementary teachers that
planning/implementing a shared reading lesson was somewhat to most imperative with
70.6% non-tenured (35.3% and 35.3% respectively) and 93.1% tenured (41.9% and
51.2% respectively) for a successful first year teaching reading. Shared reading is
typically implemented in the early elementary grades to develop early emergent literacy
skills (Holdaway, 1982), which may explain why teachers were evenly split between
somewhat and most imperative. It was believed that it may be that early elementary
teachers found it most imperative while upper elementary teachers only found it
somewhat imperative. However, the data show that early (48% most and 43% somewhat
imperative) and upper (53% most and 54% somewhat imperative) elementary were
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similar in their ratings of imperativeness. Both groups, whether tenured or non-tenured
believed that this was a somewhat to most imperative practice for a new teacher to have a
successful first year of teaching reading.
It is quite clear that there was a high level of agreement among non-tenured and
tenured elementary teachers regarding their perceptions of the most imperative practices
for a successful first year teaching reading.
Level of Preparation of Non-tenured Teachers to Plan/Implement Instructional
Practices
Stakeholders communicated agreement regarding their impression of what
instructional practices are most imperative for new teachers to have a successful first year
teaching reading. While this agreement is important, it is the preparation and
implementation that is crucial to ensure student success. Tenured elementary teachers
and administrators were asked whether new teachers were either sufficiently or
insufficiently prepared to plan/implement certain instructional practices. Non-tenured
teachers were asked if they felt sufficiently or insufficiently prepare to implement these
instructional practices.
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Table 4.2
Preparedness of Non-tenured Elementary Teachers to Plan/Implement Instructional
Practices
Sufficiently prepared

Instructional practice

Plan/implement whole
group reading
instruction
Plan/implement an
interactive read aloud
Plan/implement a close
reading lesson
Plan/implement a
shared reading lesson
Plan/implement small
group instruction based
on students’ needs

Insufficiently prepared

Nontenured

Tenured

Admin

Nontenured

Tenured

Admin

17

35

3

0

8

0

100%

81.4%

0%

18.6%

17

39

0

4

100%

90.7%

0%

9.3%

11

23

6

19

64.7%

53.5%

35.3%

44.2%

13

26

4

16

76.5%

60.5%

23.5%

37.2%

13

22

4

20

76.5%

51.2%

23.5%

46.5%

3

2

3

2

As indicated in Table 4.2 above, 100% of non-tenured and 81.4% of tenured
teachers felt that new teachers were prepared to plan/implement whole group reading
instruction. This aligns with the stakeholders’ opinions that planning and implementing
whole group instruction is an imperative practice. It is known that effective literacy
teachers use a variety of grouping practices (Block, 2000); therefore,
planning/implementing whole group instruction should be a focus within the university
teacher preparation program. Stakeholders also agreed that new teachers were prepared to
plan/implement an interactive read aloud with 100% non-tenured and 90.7% tenured.
While there was a high level of agreement among stakeholders regarding the previously
mentioned practices, stakeholders were not in agreement about other practices.
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There was some disagreement whether new teachers were prepared to
plan/implement a close reading lesson. Among non-tenured teachers, 64.7% felt they
were prepared, while 35.3% felt insufficiently prepared to plan a close reading lesson.
The tenured teachers were somewhat evenly divided with 53.5% rating new teachers as
sufficiently prepared and 44.2% insufficiently prepared. Stakeholders were also not in
agreement regarding level of preparedness of small group instruction.
The instructional practice of planning/implementing small group instruction also
yielded mixed results among stakeholders. Non-tenured teachers felt confident that they
were sufficiently prepared with 76.5% communicating they were sufficiently prepared
and 23.5% feeling insufficiently prepared. Tenured teachers were more divided on this
practice with 51.2% rating new teachers sufficiently prepared and 46.5% rating new
teachers as insufficiently prepared. It is clear from these data that while non-tenured
teachers felt that new teachers were sufficiently prepared, tenured teachers had greater
concerns regarding the planning/implementing of small group instruction. As previously
mentioned, effective literacy teachers use a variety of grouping practices in reading
instruction (Block, 2000); therefore, it is imperative that new teachers are prepared at the
university to plan/implement a variety of practices.
The instructional planning/implementation of a shared reading lesson was also a
point of disagreement. Non-tenured teachers felt confident that they were sufficiently
prepared with 76.5% communicating they were sufficiently prepared and 23.5% feeling
insufficiently prepared. Tenured teachers were more divided on this practice with 60.5%
rating new teachers sufficiently prepared and 37.3% rating new teachers as insufficiently
prepared. The disagreement among stakeholders regarding preparedness to
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plan/implement a shared reading lesson may be due to grade level appropriateness. It is
more common for early elementary teachers to use this instructional practice, therefore, it
is possible that this may explain the difference in opinions.
Use of Instructional Materials that Support Literacy Instruction
Best practices in literacy include the use of instructional materials that support
literacy instruction. For the purpose of this study, the following practices were included:
using materials that are sensitive to students’ needs and interests, providing a print-rich
environment, using literature during reading instruction, using informational text during
reading instruction, and using provided materials (i.e., basal readers, school/grade level
reading programs).
Level of Alignment of Imperativeness for Using Instructional Literacy Materials
This section will provide an overview of the stakeholders’ perceptions regarding
the level of imperativeness for the use of certain instructional literacy materials.
Stakeholders were asked to rate each item as imperative, somewhat imperative, or least
imperative for a new teacher to have a successful first year of teaching reading.
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Table 4.3
Imperativeness of Using Instructional Literacy Materials

Instructional
literacy material

Somewhat imperative
for success

Imperative for success
Nontenured
16
100%

Tenured
36
83.7%

Admin
2

Provide a printrich
environment

12
70.6%

33
76.7%

Use of literature
during reading
instruction

16
100%

Use of
informational
text during
reading
instruction
Use provided
reading
materials (i.e.,
basal readers,
school/grade
reading
programs)

Use materials
that are
sensitive to
students’ needs
and interests

Nontenured
0
0%

Tenured
5
11.6%

Admin
0

3

4
23.5%

8
18.6%

39
90.7%

3

0
0%

15
88.2%

37
86%

2

12
70.6%

24
55.8%

2

Least imperative for
success
Nontenured
0
0%

Tenured
1
2.3%

Admin
1

0

0
0%

1
2.3%

0

3
7%

0

0
0%

0
0%

0

1
5.9%

4
9.3%

0

0
0%

0
0%

1

4
23.5%

15
34.9%

0

0
0%

3
7%

0

After analysis, it was determined that there was some alignment between the
stakeholders’ perceptions as to which materials were most imperative for a successful
first year of teaching reading. As indicated in Table 4.3 above, the expectations of the
stakeholders showed that the highest importance was placed on using literature during
reading instruction and using materials that are sensitive to students’ needs and interests.
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For use of literature during reading instruction, 100% of non-tenured and 90.7% of
tenured teachers reported that this practice was most imperative for a successful first year
of teaching reading. It is clear that there is consensus among stakeholders that using
literature in the classroom is imperative. The use of materials sensitive to students’ needs
and interests results were similar with 100% of non-tenured and 83.7% of tenured
teachers reporting this as a most imperative practice for a successful first year of teaching
reading. This opinion is supported by Allington and Johnson’s study of fourth grade
teachers. They found that effective literacy teachers used students’ interests to guide
instruction and choice of reading materials (2000). The fact that using literature was
considered an imperative whereas using informational text was considered somewhat to
most imperative is not surprising. While research (e.g., Duke, 2000), practitioner guides
(e.g., Shanahan et al., 2010), national standards (e.g., Common Core State Standards,
2010), and state standards (e.g., Kentucky Academic Standards for Reading and Writing,
2019) have indicated the importance of using informational text in elementary
classrooms, findings from this study suggested that more emphasis was placed on the
imperativeness of using literature than informational text. Pressley et al. (1996) found
that 73% of effective teachers reported using outstanding literature in the classroom only
6 % reported using expository text. This seems to be a common occurrence in
elementary classrooms.
Using text in the classroom is just one piece of a print-rich environment. As
indicated in Table 4.3, there was agreement among non-tenured (94.1%) and tenured
elementary teachers (95.3%) that providing a print-rich environment was perceived to be
important for a successful first year of teaching. In the non-tenured group, 23.5% found
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this practice somewhat imperative and 70.6% found it most imperative for a successful
first year of teaching reading. In the tenured group, 18.6% found providing a print-rich
environment as somewhat imperative while 76.7% found it imperative for a successful
first year of teaching reading. These data are reflective of Pressley et al.’s research,
which found that effective literacy teachers provide a print-rich environment with access
to an in-class library (1996). For a new teacher to be effective, they need to be prepared
to provide students with a print-rich environment.
There was agreement among all stakeholders that the use of informational text
during reading instruction and using provided materials was somewhat to most
imperative. For use of informational text, 94.1% non-tenured (5.9% and 88.2%
respectively) and 95.3% tenured (9.3% and 86% respectively) agreed that the use of
informational text during reading instruction was somewhat to most imperative for a new
teacher to have a successful first year of teaching reading. For the practice of using
materials (i.e., basal readers, school/grade reading programs) provided by the
school/district, 94.1% non-tenured (23.5% and 70.6% respectively) and 90.7% tenured
(34.9% and 55.8% respectively) agreed that using the provided reading materials was
somewhat to most imperative for a successful first year teaching reading. It is clear that
all stakeholders agreed that new teachers need to be able to use the provided materials.
One non-tenured teacher shared, “I wish I had known how to decide what was best for
my students based on their needs instead of trying to follow a curriculum exactly as it
was presented. In some cases, the curriculum is not always correct & you must step
outside the box to meet the needs of your students.” One of the qualities of an effective
teacher is being an adaptive expert which allows new teachers to innovate within
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constraints (Hammerness et al., 2005). In this case, new teachers need to be able to use
the provided materials while still being an effective reading teacher. Teachers who are
confident in their abilities will be able to innovate while following the school or district
policies. The stakeholders’ perception of the importance placed on the use of
informational text in the classroom is not surprising; however, it contradicts previous
studies on the use of the informational text in the classroom. Taylor et al. (2003) found
that teachers in high-poverty classrooms only used informational texts in “6% of the
segments in grades 1 and 2 and 18%-21% of the segments in grades 3-4” (p.19). Based
on this study’s findings, it would appear that the importance placed on the use of
informational text may have increased over the years in these two school districts. Ness
(2011) posited that Duke’s message about the importance of informational text has been
“reflected in more practitioner-oriented journals” and therefore, reaching more teachers.
Another possible reason could be the “increase not only in the amount of informational
texts from publishing companies, but also in the quality of texts” (Ness, 2011, p.47). A
study of the availability of informational text in grades two, three, and four found that it
was the newer teachers that had the highest proportion of informational texts available to
students compared to more veteran teachers. One theory for this difference was that
teacher preparation programs, “may have heightened awareness of recent graduates to
include a variety of text genres in their classroom libraries” (Jeong, Gaffney & Choi,
2010, p. 453).
It is quite clear that there is a high level of agreement among non-tenured and
tenured elementary teachers’ perceptions regarding using various instructional literacy
materials for a successful first year teaching reading in these two school districts.
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Level of Preparation for Using Literacy Instructional Materials
Stakeholders communicated agreement regarding what instructional materials are
most imperative for new teachers to use for a successful first year teaching reading.
While this agreement is important, it is the preparation and implementation that is crucial
to ensure student success. Tenured elementary teachers and administrators were asked
whether new teachers were either sufficiently or insufficiently prepared to use certain
instructional materials that support literacy development. Non-tenured teachers were
asked if they felt sufficiently or insufficiently prepared to use certain instructional
materials.
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Table 4.4
Preparedness of Non-tenured Elementary Teachers to Use Instructional Literacy
Materials
Instructional literacy
material

Use materials that are
sensitive to students’
needs and interests

Provide a print-rich
environment
Use of literature during
reading instruction
Use of informational
text during reading
instruction

Use provided reading
materials (i.e., basal
readers, school/grade
reading programs)

Sufficiently prepared

Insufficiently prepared

Nontenured

Tenured

Admin

Nontenured

Tenured

Admin

15

34

2

2

8

1

88.2%

79.1%

11.8%

18.6%

16

34

1

8

94.1%

79.1%

5.9%

18.6%

17

35

0

7

100%

81.4%

0%

16.3%

15

28

2

14

88.2%

65.1%

11.8%

32.6%

11

26

6

15

64.7%

60.5%

35.3%

34.9%

1

3

2

2

As indicated in Table 4.4 above, stakeholders’ perceptions suggested that new
teachers were prepared to use materials that are sensitive to students’ needs and interests
with 88.2% non-tenured and 79.1% tenured teachers finding new teachers prepared.
They also agreed that new teachers were prepared to use literature during reading
instruction with 100% non-tenured and 81.4% tenured teachers reporting.
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2

0

1
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Stakeholders’ perceptions suggested that new teachers were not as sufficiently
prepared to use the reading materials provided by the school/district, such as basal
readers, and school/grade reading programs. Only 64.7% of non-tenured teachers felt
prepared, while only 60.5% of tenured teachers believed that new teachers were
sufficiently prepared to use the provided materials. A common theme among nontenured teachers was that they did not feel prepared to use the district curriculum.
According to non-tenured teachers, using the provided materials was a barrier they
experienced while planning/implementing reading instruction. Many found it difficult to
find resources to supplement the district curriculum to meet their students’ needs. One
non-tenured teacher shared that they struggled “utilizing the resources given to me. In
some cases, the school had a required curriculum that did not exactly fulfill the needs of
the students or the curriculum was unclear, outdated, or so new that there were little
details on implementation & instruction.” Another non-tenured teacher expressed that the
university teacher preparation did not place enough importance on “really teach using the
curriculum that is ‘given’ to you.” One tenured teacher specifically asked that the
university “prepare them (pre-service teachers) to find their own materials and resources.
Based on these findings, stakeholders’ perceptions suggest that this regional, state
university should provide opportunities for pre-service teachers to learn to use core
reading programs. Instead of changing what is taught, it may be beneficial to change how
the content is practiced. Pre-service teachers who practice the types of activities and
methods that they will be expected to use their first year are the most successful in the
classroom (Boyd, et al., 2009). Coursework that is developed to allow pre-service
teachers to “engage in the actual practices involved in teaching” (p. 434) has been found
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to produce far more effective first year teachers. It was also found that teacher
preparation programs that provided purposeful field experiences (such as allowing preservice teachers to practice teaching) produced more effective first year teachers.
According to one administrator, new teachers, “need more hands on time with students
that struggle at primary grades. The earlier they work with Tier 2 students the more
successful they will be.” One tenured teacher commented that the “best thing universities
can do is get the students in the classroom and let them be trained through observation
and doing.” New teachers may feel better prepared if they are given the opportunity to
have more purposeful field experiences that show them how what they are learning in the
university classroom aligns with what is happening in the elementary classroom.
There was some disagreement whether new teachers were prepared to provide a
print-rich environment. A majority, 94.1%, of non-tenured teachers felt prepared to
provide a print-rich environment. Tenured teachers were not as confident that new
teachers were prepared to provide a print-rich environment with 79.1% stating they were
prepared and 18.6% stating they were insufficiently prepared. No specific comments
were provided by stakeholders regarding this practice. One reason for this may be that
stakeholders’ perceptions suggested that providing a print-rich environment to be only
somewhat to most imperative for a successful year of teaching reading.
The use of informational text during reading instruction also yielded mixed
results among stakeholders. Non-tenured teachers felt confident that they were
sufficiently prepared to use informational text in the classroom with 88.2%
communicating they were sufficiently prepared and 11.8% feeling insufficiently
prepared. Tenured teachers were more divided on this practice with 65.1% rating new
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teachers sufficiently prepared and 32.6% rating new teachers as insufficiently prepared.
Nell Duke determined in 2000 that there was a scarcity of informational texts in
elementary classrooms. She also determined that better teacher training was needed on
how to incorporate informational text in the classroom. Before and after Duke’s study,
researchers determined that explicit instruction of text structures and strategies is
necessary for students to better understand expository texts. Using informational texts in
the classroom provides students with “new content and opportunities to gain new
knowledge” (Hall & Sabey, 2007, p. 262). However, for this to occur teachers must have
a clear understanding of how to use informational texts effectively. This includes
knowledge of text structures, comprehension strategies, and instructional theory. With
the creation of the CCSS in 2010, teachers are expected to provide instruction that allows
for students to master the standards for informational texts. Data from this study showed
that most new teachers felt prepared to use informational text, whereas tenured teachers
found that only some new teachers were prepared to use informational text in the
classroom. One reason for the difference in opinions could be that the expectations of the
CCSS influenced the university to focus on providing more instruction regarding the use
of informational text. Another reason that could account for the difference is that tenured
teachers were asked to evaluate any new teacher that they have worked with, not just one
from recent years. Since more importance has been placed on using informational text in
the classroom in recent years, current new teachers may feel more prepared than former
new teachers.

106

Comprehensive Approach to Literacy
Best practices in literacy include taking a comprehensive approach to literacy.
For the purpose of this study, the following practices were included: providing explicit
comprehension strategy instruction, opportunities for fluency practice, explicit phonics
instruction, explicit instruction in phonemic awareness, and vocabulary instruction.
Level of Alignment of Imperativeness for a Comprehensive Approach Literacy
Practices
This section will provide the stakeholder’s perceptions regarding a comprehensive
approach to literacy practices. Stakeholders were asked to rate each practice as least,
somewhat or most imperative for a new teacher to have a successful first year of teaching
reading.

107

Table 4.5
Imperativeness of Balanced Approach to Literacy Practices
Literacy practice
Imperative for success

Provide explicit
comprehension
strategy
instruction

Provide
opportunities for
fluency practice

Provide explicit
phonics
instruction

Provide explicit
instruction in
phonemic
awareness (if
grade

Somewhat imperative
for success

Least imperative for
success

Nontenured

Tenure
d

Admin

Nontenured

Tenured

Admin

Nontenured

Tenured

Admin

16

38

3

0

2

0

0

0

0

94.1%

88.4%

0%

4.7%

0%

0%

16

31

0

9

0

1

94.1%

72.1%

0%

20.9%

0%

2.3%

12

39

4

1

0

0

70.6%

90.7%

25%

2.3%

0%

0%

14

35

2

4

0

1

82.4%

81.4%

12.5%

9.3%

0%

2.3%

12

29

3

9

1

0

70.6%

67.4%

17.6%

20.9%

5.9%

0%

3

3

3

0

0

0

0

0

0

appropriate)

Provide
vocabulary
instruction

3

0

Analysis determined that there was some alignment between the stakeholders’
perceptions as to which practices were most imperative for a successful first year of
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teaching reading. As indicated in Table 4.5, the expectations of the non-tenured and
tenured teachers showed that the highest importance was placed on providing explicit
comprehension strategy instruction. Of the non-tenured group, 94.1% found providing
explicit comprehension strategy instruction was the most imperative practice for a
successful first year of teaching reading. Tenured results were similar with 88.4% rating
providing explicit strategy instruction was most imperative for a successful first year of
teaching reading. These results are supported by Pressley et al.’s (1997) study of fifth
grade teachers. It was found that effective literacy teachers provide direct teaching and
modeling of comprehension and critical thinking strategies. Duke (2004) asserted that
teachers need to provide explicit instruction of strategies to aid students as they read
informational texts. Explicit instruction of strategies “should include information about
what the strategy is, when it is used, how it is used, and why it is worth using” (p.42).
Beyond comprehension instruction, stakeholders’ perceptions suggested that fluency
practice to be imperative for new teachers to have a successful first year. Providing
opportunities for fluency practice results were similar with 94.1% of non-tenured and
72.1% of tenured reporting this as a most imperative practice for a successful first year of
teaching reading. While stakeholders’ perceptions suggested that these practices were
deemed most imperative for a successful first year of teaching reading, there were other
practices considered somewhat to most imperative for a successful first year.
There was agreement among non-tenured (94.9%) and tenured (90.7%)
elementary teachers’ perceptions that providing explicit instruction in phonemic
awareness was somewhat to most imperative. In the non-tenured group, 12.5% reported
that it was somewhat imperative and 82.4% reported that it was most imperative. In the
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tenured group, 9.3% felt that it was somewhat imperative as opposed to 81.4% feeling
that it was most imperative for a new teacher to have a successful first year teaching
reading. This was somewhat surprising since phonemic awareness is the building block
of reading success (Anthony et al., 2002) and when provided in the early elementary
grades, phonemic awareness instruction supports later reading development (Reading &
Van Deuren, 2007). It may be that these results may be grade level dependent. An upper
elementary teacher may not find this to be the most imperative practice. Early
elementary teachers would all agree that this is a most imperative practice for a new
teacher in a kindergarten or first grade classroom. Analysis of the grade specific data
showed the K-1 teachers, whether tenured or non-tenured, all agreed that providing
explicit instruction in phonemic awareness was most imperative for a new teacher to have
a successful first year of teaching reading. Teachers in grades 2-6 were a bit more
divided on their opinions of this practice. Of the tenured teachers, 83% found the
providing explicit instruction in phonemic awareness an imperative practice. Of the nontenured teachers 83% agreed that this was an imperative practice for a successful first
year of teaching reading. The varying opinions may be due to the differences in literacy
focus between early and upper elementary. K-1 teachers may have found these to be
imperative practices because the standards call for a focus on phonemic awareness and
phonics in the early elementary grades.
There was agreement among non-tenured (88.2%) and tenured elementary
teachers’ perceptions (88.3%) that providing vocabulary instruction was somewhat to
most imperative. In the non-tenured group, 17.6% found this practice as somewhat
imperative, while 70.6% found it most imperative for a successful first year of teaching
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reading. Of the tenured group, 20.9% found this practice was somewhat imperative and
67.4% found it was most imperative for a new teacher to have a successful first year
teaching reading. However, it may be that the lower rating is due to the integration of
vocabulary instruction. Many teachers do not teach vocabulary in isolation, but
integrated within discussion and comprehension instruction of both literature and
informational texts (Berne & Blachowicz, 2008). As emphasis continues to be placed on
content area instruction with the implementation of the Common Core State Standards
(CCSS), teachers are finding ways to integrate content and literacy instruction, including
vocabulary instruction (Jack, 2015). This may also explain the lower rating of
vocabulary instruction as an imperative practice.
There was some disagreement among non-tenured and tenured elementary
teachers’ perceptions regarding providing explicit phonics instruction. Only 70.6% of
non-tenured teachers found this practice to be most imperative while 90.7% of tenured
rated it most imperative. These numbers are somewhat surprising as phonics is one of the
five pillars of effective literacy instruction (Cassidy, Valadez & Garrett, 2010; Shanahan,
2020). Pressley et al. (1996) found that effective first grade teachers explicitly taught
phonics skills in a variety of ways. Explicit phonics instruction seemed to be effective
for the elementary students in the general education classrooms, a study of special
education students also found success when teachers provided explicit instruction of
letter- and word- level skills (Rankin-Erickson & Pressley, 2000; Shanahan, 2020;
Seidenberg, Borkenhagen & Kearns, 2020). However, these results could be related to
grade level appropriateness as stakeholders were spread out among the elementary
grades. It stands to reason that an early elementary teacher may find this practice more
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imperative than those in the upper elementary grades. Analysis of the data by grade level
revealed that 100% of the tenured and non-tenured K-1 teachers’ perceptions suggested
that providing explicit phonics instruction as an imperative practice for a successful first
year of teaching reading. Of the teachers in grades 2-6, 67% of the non-tenured teachers’
perceptions suggested that this practice was imperative, while 97% of tenured teachers’
perceptions suggested that providing explicit phonics instruction as imperative for a
successful first year of teaching reading. These results agree with Taylor, et al.’s (2003)
study which maintained lower reading growth in grades 2-5 when there was too much
focus on phonics instruction confirming the need for a balanced approach. Perhaps the
upper elementary teachers are correct that this is not an imperative practice, but one that
is included as part of a comprehensive literacy program. However, the early elementary
results may be due to the focus on the foundational standards in K-1 classrooms.
After analysis of the data, it was found that non-tenured and tenured elementary
teachers’ perceptions were in agreement that providing explicit comprehension strategy
practice and fluency practice were the most imperative practices. The two groups’
perceptions were also agreed that providing phonemic awareness instruction, as well as
providing vocabulary instruction were imperative practices. The one area where there
was disagreement between non-tenured and tenured teachers’ perceptions was on the
level of imperativeness was providing phonics instruction. While is it clear that there is
agreement among stakeholders’ perceptions about the level of imperativeness for most of
the practices, it is also important to evaluate the level of preparedness of new teachers in
each of these areas.
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Level of Preparation to Use a Comprehensive Approach to Literacy
This section provides the stakeholders’ perceptions regarding whether new
teachers were either sufficiently or insufficiently prepared to provide the practices of a
comprehensive literacy program. Tenured elementary teachers and administrators were
asked whether new teachers were either sufficiently or insufficiently prepared to provide
the practices of a comprehensive literacy program. Non-tenured teachers were asked if
they felt sufficiently or insufficiently prepared to provide a comprehensive literacy
program.
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Table 4.6
Preparedness of Non-tenured Elementary Teachers to Provide a Comprehensive
Approach to Literacy Instruction
Literacy practice

Provide explicit
comprehension strategy
instruction
Provide opportunities
for fluency practice
Provide explicit
phonics instruction
Provide explicit
instruction in phonemic
awareness (if grade
appropriate)
Provide vocabulary
instruction

Sufficiently prepared
Nontenured

Tenured

14

27

82.4%

62.8%

13

27

76.5%

62.8%

8

15

47.1%

34.9%

9

16

52.9%

37.2%

12

28

70.6%

65.1%

Insufficiently prepared

Admin

Nontenured

Tenured

Admin

1

3

14

2

17.6%

32.6%

4

13

23.5%

30.2%

9

26

52.9%

60.5%

8

23

47.1%

53.5%

5

12

29.4%

27.9%

2

1

1

3

As indicated in Table 4.6 above, stakeholders agreed that new teachers were
prepared to provide explicit comprehension strategy instruction. Within the non-tenured
group, 82.4% rated themselves as prepared to provide explicit comprehension strategy
instruction. In the tenured group, 62.8% of teachers agreeed that new teachers were
preprared to provide explicit strategy instruction. Stakeholders also agreed that new
teachers were prepared to provide vocabulary instruction. Results showed that 70.6% of
non-tenured believed that they were prepared to provide vocabulary instruction, while
65.1% of tenured communicated that non-tenured teachers were prepared to provided
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vocabulary instruction. However, a common theme among non-tenured teachers was the
lack of knowledge regarding vocabulary instruction specifically for EL students.
Agreement was also found when asked if new teachers were sufficiently prepared to
provide fluency practice. Stakeholders agreed that new teachers were prepared to
provide fluency practice. Within the non-tenured group, 76.5% communicated that they
felt prepared to provide fluency practice. The other groups communicated similar results
with 62.8% of tenured teachers agreeing that non-tenured teaches were prepared to
provide vocabulary instruction.
All stakeholders felt that new teachers were insufficiently prepared to provide
explicit phonics instruction. Data showed that 52.9% non-tenured felt unprepared to
provide explicit phonics instruction. These results were mirrored by tenured teachers
with 60.5% tenured teachers reporting that non-tenured teachers were insufficiently
prepared to provide explicit phonics instruction. This is not surprising as lack of
preparation in phonics instruction was listed as a common barrier among non-tenured
teachers. This may be due to the lack of attention of these topics in the university teacher
preparation program (Hoffman, Hikida & Sailors, 2020). When asked about what barriers
were experienced during the first year of teaching reading, one non-tenured teacher stated
that “I have had to teach myself a lot of phonemic awareness and phonics.” Tenured
teachers agreed that this was an area of weakness for new teachers and a deficit within
the university teacher preparation program. When asked to describe what you with the
university would prepare new teachers to do in regards to planning/implementing reading
instruction, one tenured teacher shared that phonemic awareness was one area that was
neglected. That same teacher stated, “I feel this is something often overlooked because it
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is often assumed if you can read you can teach other to read. However, that is not the
case.” One literacy specialist shared that the university could support new teachers by
providing phonics and phonemic awareness instruction. One administrator communicated
that the expectation is that new teachers are “well versed in phonemic awareness,
phonics, comprehension, fluency and vocabulary.”Stakeholders’ perceptions suggested
that the regional, state university could provide their pre-service teachers with more
instruction related to explicit phonics and phonemic awareness instruction.
There was some disagreement whether new teachers were prepared to provide
explicit instruction in phonemic awareness. Among non-tenured teachers, 52.9% felt
they were prepared, while 47.1% felt insufficiently provide phonemic awareness
instruction. Phonemic awareness knowledge was also perceived to be a barrier among
non-tenured teachers. However, this is definitely grade specific. As only those teachers
in kindergarten and first grade would be expected to plan/implement phonemic awareness
lessons per the Kentucky Reading and Writing standards (Kentucky Department of
Education, 2019). For this reason, it is expected that there may be some disparity among
stakeholders’ perceptions regarding level of preparedness. It could be that those that felt
prepared were not expected to use this knowledge in the classroom; therefore, they may
have a false sense of preparation. Analysis of the grade-level specific data found that
62% of non-tenured teachers that taught in grades 2-6 felt sufficiently prepared to provide
explicit phonemic awareness instruction. On the other hand, 25% of non-tenured K-1
teachers felt prepared to provide this type of instruction. The fact that the tenured
teachers’ perceptions were divided with 37.2% rating new teachers as sufficiently
prepared and 53.5% insufficiently prepared may support that theory too. After analyzing

116

the grade level data, it was found that 61% of tenured teachers in grades 2-6 perceived
that new teachers insufficiently prepared to teach phonemic awareness, while 55% of
tenured K-1 teachers perceived that new teachers insufficiently prepared to teach
phonemic awareness. It is not known which grade levels the new teachers taught that
were influenced the tenured teachers’ opinions of their preparedness to provide explicit
phonemic awareness instruction. Teachers’ perceptions in this study align with previous
research that determined that teacher candidates (pre-service teachers) show low levels of
knowledge of phonemic awareness and other foundational reading principles
(Martinussen, Ferrari, Aitken & Willows, 2015; Washburn, Joshi, & Cantrell, 2011).
Instructional Design that Supports Literacy Development
Best practices in literacy include instructional design that supports literacy
development. For the purpose of this study, the following practices were included: using
higher-order questioning, modeling, scaffolding, and think-alouds in reading instruction.
Level of Alignment of Imperativeness of Instructional Design Practices that Supports
Literacy Development
This section will provide an overview of the stakeholders’ perceptions regarding
the imperativeness of instructional design practices that support literacy development.
Stakeholders were asked to rate the level of imperativeness for the following practices:
using higher-order questioning, modeling, scaffolding, and think-alouds in reading
instruction.
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Table 4.7
Imperativeness of Instructional Design Practices that Support Literacy Development

Instructional practice

Use higher-order
questioning in reading
instruction
Use modeling in
reading instruction
Scaffold reading
instruction
Use think-alouds in
reading instruction

Imperative for success

Somewhat imperative
for success

Nontenure
d

Tenure
d

Admin

Nontenure
d

Tenure
d

14

39

2

2

2

82.4%

90.7%

11.8%

4.7%

16

36

0

5

100%

83.7%

0%

11.6%

16

37

0

4

94.1%

86%

0%

9.3%

14

26

2

15

82.4%

60.5%

11.8%

34.9%

3

2

3

Least imperative for
success

Admin

Nontenure
d

Tenure
d

Admin

0

0

0

1

0%

0%

0

0

0%

0%

0

0

0%

0%

0

0

0%

0%

0

0

0

Analysis determined that there was some alignment between the stakeholders’
perceptions as to which practices were most imperative for a successful first year of
teaching reading. As indicated in Table 4.7 above, the expectations of the stakeholders
showed that the highest importance was placed on using modeling in reading instruction
and using scaffolded instruction. The percentage breakdown for the stakeholders was as
follows: 100% of non-tenured and 83.7% of tenured teachers reported that using
modeling in reading instruction was most imperative for a successful first year of
teaching reading. Using scaffolded instruction in reading results were similar with 94.1%
of non-tenured and 86% of tenured teachers reporting this as a most imperative practice
for a successful first year of teaching reading. As Wharton-McDonald et al. (1998)
concluded, teachers in high achieving classrooms “never seemed to do just one thing at a
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time” (p.115). In other words, effective teachers need to know how to provide
challenging instruction while offering support. Teachers in high-engaging classrooms
provide students with cognitively challenging tasks that require students’ participation
and engagement (Dolezal, Welsh, Pressley & Vincent, 2003). It is expected that new
teachers are able to design instruction that incorporates many different practices to
provide effective instruction. While these practices were perceived to be most imperative
for a successful first year of teaching reading, there were other practices considered
somewhat to most imperative for a successful first year.
There was agreement among non-tenured (100%) and tenured elementary
teachers (95.4%) that using higher-order questioning was somewhat to most imperative.
Of the non-tenured teachers, 11.8% found higher-order questioning as somewhat
imperative and 82.4% found the practice as most imperative for a successful first year of
teaching reading. The tenured teachers were more confident that this was an imperative
practice with only 4.7% communicating it as a somewhat imperative practice and 90.7%
agreeing that it was most imperative for a successful first year of teaching reading.
Taylor et al.'s (2003) study of reading growth in high-poverty classrooms found that
“[t]he more a teacher asked higher-level questions, the more growth the nine target
students in her class experienced on a variety of measures (p.22). In another study
conducted in low-income schools, Taylor et al. (2000) discovered that the most
accomplished teachers used higher-level question in their literacy lessons. Evidence was
given that with increasing grade levels - “instruction of higher-order competencies was
reported more often” (Pressley et al., 1996, p. 369). The use of higher-order questioning
has been shown to increase student reading achievement (Taylor et al., 2000); therefore,
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it is not surprising that stakeholders believed this to be an imperative for a successful first
year teaching reading.
There was agreement among non-tenured (100%) and tenured elementary
teachers’ perceptions (95.4%) that using think-alouds in reading instruction was
somewhat to most imperative. Of the non-tenured teachers, 11.8% communicated that
using think alouds was a somewhat imperative practice, while 82.4% found it a most
imperative practice for a successful first year teaching reading. Of the tenured teachers,
34.9% found using think-alouds a somewhat imperative practice, while 60.5% found this
practice as most imperative to have a successful first year teaching reading. Using think
alouds and modeling has been shown to increase student achievement and reading ability
(Fisher, Frey, & Lapp, 2011); therefore, it makes sense that this practice would be
perceived to be an imperative practice for a new teacher to have a successful first year of
teaching reading.
There was agreement between all stakeholders’ perceptions regarding the
imperativeness of the instructional design practices that support literacy. All stakeholders
were in agreement that these practices were all either most imperative or somewhat to
most imperative. There was little variation between stakeholders’ level of agreement for
each practice. While it is important to know what is considered imperative by
stakeholders, it is just as critical to know how prepared new teachers are to implement
these practices.
Level of Preparation to Design Literacy Instruction
This section will provide an overview of the stakeholders’ perceptions regarding
new teachers’ level of preparation to design literacy instruction. Tenured elementary
teachers and administrators were asked if new teachers were sufficiently or insufficiently
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prepared to design literacy instruction. Non-tenured teachers were asked to rate their
own level of preparedness to design literacy instruction.
Table 4.8
Preparedness of Non-tenured Elementary Teachers to Design Literacy Instruction
Literacy practice

Use higher-order
questioning in reading
instruction
Use modeling in
reading instruction
Scaffold reading
instruction
Use think-alouds in
reading instruction

Sufficiently prepared

Insufficiently prepared

Nontenured

Tenured

Admin

Nontenured

Tenured

Admin

14

22

0

3

19

3

82.4%

51.2%

17.6%

44.2%

14

32

3

9

82.4%

74.4%

17.6%

20.9%

11

20

5

21

64.7%

46.5%

29.4%

48.8%

14

27

3

14

82.4%

62.8%

17.6%

32.6%

3

0

3

According to Table 4.8 above, stakeholders’ perceptions were in agreenment
regarding the preparedness of non-tenured teachers to use modeling in reading
instruction. The responses show that 82.3% non-tenured and 74.4% tenured teachers
believe that new teachers were prepared to use modeling in reading instruction.
Modeling is part of coaching students during reading instruction. Taylor et al. (2000)
found that effective teachers coach students to the right answer, while less effective
teachers tend to tell. Similar to Taylor et al.’s results, Fisher, Frey and Lapp (2011)
found that "understanding what students are not doing and providing them with models
for engaging in effective reading practices increases their comprehension and raises their
achievement.” (p.239) Modeling how an answer was attained allows students to develop
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metacognition. As this is a powerful tool to increase reading achievement, it makes sense
that this would be a focus within the university’s teacher preparation program.
Metacognition is developed by asking students how they arrive at an answer.
Accomplished teachers often do this during whole group so students can model their
thinking for others. These teachers also taught students what do when they encounter a
difficulty while reading (Wharton-McDonald et al., 1998). As one non-tenured stated, “I
have found it difficult to maintain student engagement when modeling or delivering minilessons.” Although many non-tenured teachers felt prepared, this may be an area that
needs more focus at the regional, state university. Stakeholders also perceived that new
teachers were prepared to use think-alouds in reading instruction with 82.4% non-tenured
and 62.8% tenured. The teacher think-aloud is considered part of modeling and
scaffolded instruction (Block & Israel, 2004). Teachers “show” their thinking as they use
comprehension strategies (Duke & Pearson, 2004). It is known that explicit instruction
of comprehension strategies creates more effective readers (Duke, 2004). Teacher thinkalouds are one way to provide explicit instruction.
There was some disagreement whether new teachers were prepared to use higherorder questioning in reading instruction. Among non-tenured teachers, 82.4% felt they
were prepared, while 17.6% felt insufficiently prepared to use higher-order questioning in
their reading instruction. One common theme among non-tenured teacher’s perceptions
was being unprepared to scaffold instruction for low level learners, as well as
differentiate instruction. Higher-order questioning is one way to differentiate and
scaffold intstruction. The tenured teachers’ perceptions were somewhat evenly divided
with 51.2% rating new teachers as sufficiently prepared and 44.2% insufficiently
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prepared. These numbers are somewhat concerning as higher-order questioning has been
shown to have a positive effect on reading growth in high-poverty schools (Taylor et al.,
2003). Further, effective literacy teachers have been found to use higher-order
questioning in the classroom making the lack of preparedness even more alarming
(Taylor, 2000). The practice of scaffolding was another area that there was disagreement
among stakeholders regarding new teacher preparedness.
The instructional practice of scaffolding reading instruction also yielded mixed
results among stakeholders. Non-tenured teachers felt confident that they were
sufficiently prepared with 64.7% communicating they were sufficiently prepared and
29.4% feeling insufficiently prepared. One non-tenured teacher felt unprepared to
scaffold and “meet the needs of low level learners.” Tenured teachers’ perceptions were
more divided on this practice with 46.5% rating new teachers sufficiently prepared and
48.8% rating new teachers as insufficiently prepared. These numbers are concerning as
scaffolding is an important characteristic of effective reading teachers (WhartonMcDonald et al., 1998). In addition, Block (2000) found that teachers provide specific
feedback to less prepared readers to ensure that each student gets what is needed. “The
pattern of scaffolding that teachers use may play a key role in facilitating student
engagement in complex tasks, which translates into achievement gains” (Lutz, Guthrie, &
Davis, 2006, p.15). Teachers that started with high levels of scaffolding before shifting
to less involvement, created students with greater literacy success. Coaching, which
includes scaffolding, was also determined to increase fluency in high-poverty grades 2-5
classroom (Taylor et al., 2003). Similar to the findings in Taylor et al.’s previous study,
coaching was often used when providing instruction of word recognition strategies.
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However, it was also found that telling was more prominent, “51%-61% of the segments
in grades 1-5” while coaching was observed “20% of the segments in grade one, and
from 11%-16% of the segments in grades 2-5” (p. 19). New teachers need to be prepared
to meet the needs of each student by providing whatever scaffolding may be necessary.
Meeting the Needs of Students
Best practices in literacy include meeting the needs of students. For the purpose
of this study, the following practices were included: using a variety of reading
assessments, using assessment data to make instructional decisions, using literature that
represents diverse cultures, building on students’ funds of knowledge, meeting the needs
of EL students and designing instruction and using materials that are sensitive to
students’ needs and interests.
Level of Alignment of Imperativeness for Meeting the Needs of Students
This section will provide an overview of the stakeholders’ perceptions regarding
the level of imperativeness of certain practices that help meet the needs of students.
Stakeholders were asked to rate each practice as imperative, somewhat imperative or
least imperative for a new teacher to have a successful first year of teaching reading.
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Table 4.9
Imperativeness of Instructional Practices that Meet the Needs of Students
Instructional
practice

Use a variety of
reading
assessments
Use assessment
data to make
instructional
decisions
Use literature
that represents
diverse cultures
Build on
students’ funds
of knowledge
Meet the needs
of EL students
Design
instruction and
use materials
that are
sensitive to
student’s needs
and interests

Imperative for success
Nontenured

Tenured

15

32

88.2%

74.4%

16

39

94.1%

90.7%

12

34

70.6%

79.1%

15

31

88.2%

72.1%

15

35

88.2%

81.4%

14

32

82.4%

74.4%

Somewhat imperative
for success

Admin

Nontenured

Tenured

3

1

9

5.9%

20.9%

0

2

0%

4.7%

3

7

17.6%

16.3%

1

10

5.9%

23.3%

1

5

5.9%

11.6%

2

9

11.8%

20.9%

3

1

3

3

2

Least imperative for
success

Admin

Nontenured

Tenured

Admin

0

0

0

0

0%

0%

0

0

0%

0%

1

0

5.9%

0%

0

0

0%

0%

0

0

0%

0%

0

0

0%

0%

0

1

0

0

1

After analysis, it was determined that there was some alignment between the
stakeholders’ perceptions as to which practices were most imperative for a successful
first year of teaching reading. The expectations of the stakeholders showed that the
highest importance was placed on using assessment data to make instructional decisions,
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meeting the needs of EL students, and building on students’ funds of knowledge. As
indicated in Table 4.9 above, using assessment data to make instructional decisions,
94.1% of non-tenured and 90.7% of tenured teachers reported that this practice was most
imperative for a successful first year of teaching reading. There was a common theme
among tenured teachers that new teachers needed more experience using assessment data
to make instructional decisions. More specifically it was noted that new teachers need to
“experience planning and implementing a lesson based on student data” and “should be
presented with data to plan a lesson.” Meeting the needs of EL students’ results were
similar with 88.2% of non-tenured and 81.4% of tenured teachers reporting this as a most
imperative practice for a successful first year of teaching reading. Building on students’
funds of knowledge also yielded similar results with 88.2% of non-tenured and 72.1% of
tenured teachers reporting that this was an imperative practice for new teachers to have a
successful year of teaching reading. Children use their schema to interpret information
based on their own experiences, which is needed for comprehension of text (Munsakorn,
2015). According to Allington and Cunningham (2010), this prior knowledge (schema)
aids children’s thinking. Weisenbach (1987) agreed that schema development improves
understanding of text for struggling readers (as cited in Munsakorn, 2015). Munsakorn
(2015) found through her study that “schemata significantly promote reading
competence” (p. 270). Building prior knowledge and engaging students through text
increases the likelihood of understanding and successful comprehension. For these
reasons, there is a need for teachers to use materials that provide common knowledge and
context for new reading, writing, and content learning.
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There was agreement among non-tenured (88.2%) and tenured elementary
teachers’ perceptions (95.4%) that using literature representative of diverse cultures was a
somewhat to most imperative practice for new teachers. Of the non-tenured teachers,
17.6% reported this practice as somewhat imperative, while 70.6% found this practice as
most imperative for a new teacher to have a successful first year teaching reading. The
tenured teachers’ perceptions were more convincing with 16.3% reporting the use of
literature representative of diverse cultures as a somewhat imperative practice and 79.1%
reporting it as a most imperative practice for new teachers to have a successful first year
teaching reading. According to Moll, Gonzalez and Amanti (2005) it is important to
include the unique experiences of the family to ensure “relevant, meaningful, and
challenging instruction” (as cited in Dantas & Manyak, 2010, p.6). Dantas and Manyak
(2010) defined a family’s “funds of knowledge” as “unique resources that diverse
families possessed and passed on to their children” (p.6). Teachers’ awareness of these
resources will enable them to find ways to incorporate funds into classroom instruction
confirming Compton-Lilly, Rogers, and Lewis’ (2012) assertion that “[f]unds of
knowledge strives to change curricula by changing teachers” (p. 37). Since using diverse
literature was considered somewhat to most imperative practice, it is important that
teachers are aware of their students’ “funds of knowledge” to help make literature
choices. It makes sense that building on students’ funds of knowledge would be
imperative as schema development builds on that knowledge. By accessing children’s
schema, teachers will be able to make more informed instructional decisions that meet the
needs of all students.
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There was agreement among non-tenured and tenured elementary teachers’
perceptions that designing materials and instruction that are sensitive to students’ needs
and interests was somewhat to most imperative. Of the non-tenured teachers (94.2%),
11.8% reported this practice as somewhat imperative for success, while 82.4% believed it
was most imperative for a new teacher to have a successful first year teaching reading.
Of the tenured teachers (95.3%), 20.9% found this a somewhat imperative practice, while
74.4% agreed it was most imperative for a new teacher to have a successful first year of
teaching reading. Both Allington and Johnston (2000) and Pressley et al. (1997) found
that effective teachers use students’ interests to guide instruction, as well as provided
choice of reading materials. Vygotsky’s theory states “children grow into the intellectual
environment around them” (Allington & Johnston, 2000, p. 20) which supports the need
for an engaging and motivating environment that promotes student learning. A
motivating classroom environment would focus on “learning rather than performance or
outcome” (Broussard & Garrison, 2009, p.118). The goal would be for students to
develop an intrinsic motivation, which has been somewhat linked to academic success.
Teachers in high-engaging classrooms provide students with cognitively challenging
tasks that require students’ participation and engagement (Dolezal, Welsh, Pressley &
Vincent, 2003). New teachers should be familiar with how to use students’ interests to
increase motivation and success.
There was agreement among non-tenured and tenured elementary teachers’
perceptions that using a variety of assessments was somewhat to most imperative with
94.1% non-tenured (5.9% and 88.2% respectively) and 95.3% tenured (20.9% and 74.4%
respectively). Tenured teachers communicated new teachers needed to know how to use
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a variety of assessments to plan instruction that meets the needs of all students. Using a
variety of assessments allows teachers to have multiple indicators of a student’s strengths
and areas of need which should be used to inform instruction. In the school world, data
drives instruction, therefore, new teachers need to have knowledge of the different types
of assessments and how to interpret the results (Taylor & Duke, 2013).
The level of agreement among stakeholders’ perceptions regarding the
imperativeness of certain practices that meet the needs of students is important to
consider when preparing pre-service teachers. This regional, state university might
consider these elementary schools’ expectations when planning curriculum and
instruction. However, it is not only important to understand what is considered
important, but also how well-prepared new teachers are to teach reading when they begin
their teaching career.
Level of Preparation to Meet the Needs of Students
This section will provide an overview of the stakeholders’ perceptions regarding
the level of preparation of new teacher to meet the needs the needs of students. Tenured
elementary teachers and administrators were asked to rate the level of preparedness of a
new teacher to meet the needs of students. Non-tenured teachers were asked to share
their own level of preparedness after graduation to meet the needs of students.
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Table 4.10
Preparedness of Non-tenured Elementary Teachers to Meet the Needs of Students
Instructional practice

Use a variety of
reading assessments
Use assessment data to
make instructional
decisions
Use literature that
represents diverse
cultures
Build on students’
funds of knowledge
Meet the needs of EL
students
Design instruction and
use materials that are
sensitive to students’
needs and interests

Sufficiently prepared

Insufficiently prepared

Nontenured

Tenured

Admin

Nontenured

Tenured

Admin

12

18

3

5

23

0

70.6%

41.9%

29.4%

53.5%

11

28

6

13

64.7%

65.1%

35.3%

30.2%

12

32

5

9

70.6%

74.4%

29.4%

20.9%

13

30

4

11

76.5%

69.8%

23.5%

25.6%

4

16

13

25

23.5%

37.2%

76.5%

58.1%

12

28

5

13

70.6%

65.1%

29.4%

30.2%

0

2

2

1

2

As indicated in Table 4.10 above, stakeholders perceived that new teachers were
prepared to build on students’ funds of knowledge with the following results: 76.5%
non-tenured and 69.8% of tenured teachers reported that new teachers were prepared to
build on students’ funds of knowledge. They also agreed that new teachers were
prepared to design instruction and use materials that are sensitive to students’ need and
interests with the following results reported: 70.6% of non-tenured and 65.1% of tenured
found new teachers able to design instruction and use materials sensitive to students’
needs and interests. Stakeholders were also in agreement that new teachers were
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prepared to use literature that represents diverse cultures with 70.6% non-tenured and
74.4% tenured. As previously mentioned, stakeholders’ perceptions suggested that these
practices were imperative for a new teacher to be successful teaching reading. According
to Katherine and Randy Bomer (as cited in Allen, 2010), “American schools are
becoming more diverse than ever before” (p.vii). Based on this reality, educators must
acknowledge that it is more important than ever before to learn about the families in their
classrooms and find ways to incorporate their knowledge. Gay (2002) also noted that
“culture strongly influences the attitudes, values, and behaviors that students and teachers
bring to the instructional process; it has to likewise be a major determinant of how the
problems of underachievement are solved” (p.114). Therefore, it makes sense that this
regional, state university’s teacher preparation program is preparing new teachers to meet
this need. Stakeholders’ perceptions suggested that new teachers were prepared to use
diverse texts in the classroom, as well as, design instruction and use materials sensitive to
students’ needs and interests.
Stakeholders’ perceptions also suggested that new teachers were insufficiently
prepared to meet the needs of EL students. Results showed that 76.5% of non-tenured
felt insufficiently prepared to meet the needs of EL students, while 58.1% of tenured
agreed that new teachers were insufficiently prepared to meet the needs of EL students.
According to non-tenured teachers, the most mentioned barrier to planning/implementing
their reading instruction was meeting the needs of EL students. Many noted that they did
not know how to “begin instruction and how to implement it successfully.” Another
barrier was having materials that meet the needs of EL students. These results are not
surprising as the population of EL students has increased significantly over the past
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decade (August, McCardle & Shanahan, 2014). Research has found that EL students
need the same litearcy instruction with more emphasis in certain areas. It would seem
that new teachers are not aware of this as many felt prepared to provide literacy
instruction to native English speakers, but felt unprepared to meet the needs of EL
students. While this was not mentioned among tenured teachers as a common theme, one
tenured teacher stated that the university should “offer more opportunities to visit
classrooms and schools that have high ESL populations or struggling readers.” Field
experiences should include opportunities for pre-service teachers to observe in diverse
schools and work with diverse populations (Hammerness et al., 2005). These
experiences will allow pre-service teachers to explore their own “beliefs about language
and diversity in and out of schools” within the context of a literacy course (Roger,
Marshall & Tyson, 2006, p. 221).
There was some disagreement whether new teachers were prepared to use
assessment data to make instructional decisions. Among non-tenured teachers, 64.7%
felt they were prepared, while 35.3% felt insufficiently prepared to plan a close reading
lesson. The tenured teachers were also divided with 65.1% rating new teachers as
sufficiently prepared and 30.2% insufficiently prepared. The instructional practice of
using a variety of reading assessments also yielded mixed results among stakeholders.
Non-tenured teachers felt confident that they were sufficiently prepared with 70.6%
communicating they were sufficiently prepared and 29.4% feeling insufficiently
prepared. Tenured teachers’ perceptions were more divided on this practice with 41.9%
rating new teachers sufficiently prepared and 53.5% rating new teachers as insufficiently
prepared. According to Snow, Griffin and Burns (2005), teachers need to know how to
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use a variety of formative assessments for specific purposes, diagnostic and instructional.
New teachers need to be prepared to use best practices in literacy assessment which
include “those that help understand the larger issues, frame important goals, gather
multiple kinds of evidence, and engage us in rich discussions about how to help children
become better readers, writers, listeners, and speakers” (Winograd & Arrington, 1999).
Stakeholders’ perceptions suggested that both groups, tenured and non-tenure, did not
find new teachers overwhelming prepared to use assessment data to make instructional
decisions or use a variety of reading assessments during their first year of teaching.
Administrator’s Input
While administrators play an important role influencing the literacy practices in a
school, the classroom teachers are the ones planning and implementing these practices. It
makes sense that teachers, whether non-tenured or tenured, would have similar opinions
about imperative practices. However, administrators have an opportunity to see all the
literacy practices in a school. Therefore, administrators may have a different perspective
about most imperative practices. Survey results only yielded input from three of the 15
total administrators. It is also important to know of the three participants, two of the
administrators reported being an administrator for less than a year at the time of the
survey. Just as teachers develop in stages, so do principals. The first stage of principal
development occurs during the first “18 months to 2 years on the job.” (Shoho & Barnett,
2010, p.565). During this time, principals are in what is sometimes known as the
immersion phase. This is when they learn about their school as well as “assess staff
members’ strengths and capabilities, and determine areas of need” (2010, p. 567). In this
case, two of the principals experienced the immersion phase during a pandemic where
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school districts were either virtual or on a hybrid schedule. When this survey was
distributed, the two school districts were either virtual or hybrid. At the start of the
school year, both school districts began with virtual instruction. Teachers were required
to work in the school building, but students worked from home. Both districts moved to
a hybrid model mid-school year. The Addison Independent School District had students
report two days a week in person with one group attending on Monday/Wednesday and
other group on Tuesday/Thursday. They also added alternate Fridays for students. The
Aiden County district followed a similar model, but left Fridays for teacher planning
without students. The virtual and hybrid schedules mean that two of the three
participating administrators began their tenured during a time when teachers and students
were not in the building the entire academic year. While most administrators have an
opportunity to see literacy in all grades and classrooms, these new administrators may
only have their own classroom experiences to rely upon when addressing the survey
items. These principals were not able to fully experience the immersion phase, therefore,
they missed the opportunity to fully understand the strength and areas of need of their
staff (Shoho & Barnett, 2010). Due to the small numbers of administrator participants,
only the qualitative data from administrators was shared in the findings.
Summary
Stakeholders play an important role in both the school and university worlds. For
new teachers to be successful, there should be alignment between the expectations of the
elementary school stakeholders and the instruction provided by the teacher preparation
program. To determine that alignment, it was important to establish the most imperative
practices new teachers should know to teach reading in elementary schools. These
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practices were used to ascertain the level of alignment between what is being taught at
the university and the expectations for new elementary teachers of reading. This was
accomplished by matching the level of preparedness of new teachers with the most
imperative practices.
Alignment Between University Curriculum and Elementary Schools’ Expecatations
In an attempt to seek the best of both worlds, this study focused on providing
stakeholders the chance to provide input regarding which practices they perceived as
most imperative for a new teacher to be successful teaching reading. It also allowed nontenured teachers the opportunity to voice their opinions about their own level of
preparedness following their first year of teaching. Non-tenured teachers’ input would
indicate what the university felt was most imperative by showing what practices were
being taught in the university’s teacher preparation program.
Alignment of Imperativeness with Preparedness
For both worlds to be in agreement, it is necessary that imperativeness align with
preparedness. In a perfect world, the schools’ expectations for new teachers should
match with what is being taught in the university teacher preparation program. This
study found that there were areas where stakeholders’ agreement of perceived
imperativeness aligned with preparedness. These areas were: planning/implementing
whole group instruction, using literature in the classroom, using modeling and think
alouds during reading instruction, and using assessment data. Based on these data, it
would appear that the regional, state university’s curriculum and assignments in these
areas match with the schools’ expectations for new reading teachers. Therefore, it is
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clear that this regional, state university should continue the current practices and
instruction in these areas. However, there were also practices that were perceived to be
imperative by stakeholders, but new teachers felt unprepared to successfully implement
in the reading classroom.
Imperativeness Inconsistent with Preparedness
There were literacy practices that the stakeholders perceived as imperative for a
successful first year teaching reading that new teachers felt unprepared to successfully
implement. In this case, this should be of concern for the regional, state university
personnel as they are the ones who are responsible for preparing pre-service teachers.
Stakeholders felt that planning/implementing small group instruction and providing
explicit comprehension strategy instruction were both imperative areas, but found that
new teachers were not sufficiently prepared. Phonics instruction was an area perceived to
be imperative, but another area where new teachers were perceived to be unprepared.
This is concerning as phonics is one of the building blocks that lays the foundation for
future reading success. It is clear that the regional, state university may want to consider
expanding this type of instruction for pre-service teachers. Phonemic awareness and
fluency instruction were other areas that stakeholders perceived to be a concern. These
practices were considered imperative; however, stakeholders’ perceived that new teachers
unprepared to implement these practices in the classroom.
Working with struggling and high-needs students requires certain instructional
practices to ensure success. New teachers are expected to have the knowledge to scaffold
instruction for students. Stakeholders agreed this is an imperative practice, though it was
communicated that stakeholders’ perceptions suggested new teachers were unprepared to
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provide scaffolded reading instruction. Stakeholders also perceived that meeting the
needs of EL students was imperative for new teachers to have a successful first year of
teaching reading. Based on the qualitative data, it is not surprising that stakeholders
perceived that new teachers unprepared to meet the needs of EL students. This was
mentioned as a barrier for many of the non-tenured teachers.
Stakeholders’ perceptions suggest that there are some areas of literacy instruction
that would benefit from additional emphasis in the regional, state university’s teacher
preparation program. There are several instructional practices that stakeholders perceived
that new teachers are unprepared to implement which should be of concern for those
making instructional decisions. Based on the stakeholders’ perceptions, the relationship
between the stakeholders at the elementary schools in these two districts and the literacy
faculty at the regional, state university might be enhanced by more communication.
Summary
This chapter provided an overview of the findings gathered from a survey
completed by elementary non-tenured and tenured teachers, administrators, and literacy
specialists from two area school districts. Data regarding stakeholders’ perceptions of the
most imperative practices new teachers should know to have a successful first year
teaching reading based on stakeholders’ input was described. For each practice, the level
of preparedness of new teachers was shared. The final part of this chapter described the
alignment between the university curriculum and elementary schools’ expectations.
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CHAPTER 5.
Summary and Conclusions

This chapter will provide an overview of the conclusions drawn from the
findings. The goal of this study was to understand non-tenured and tenured teachers’,
administrators’, and literacy support staff’s perceptions of the most imperative practices
new teachers should know to teach reading in local elementary schools located in one
regional state university’s service region. Based on these findings, the researcher sought
to determine the degree to which there was alignment between what is being taught in
reading methods classes at one university with those practices. This chapter will also
share implications for practice, as well as recommendations for further research, and
limitations of the study.
Conclusions
A successful first year of teaching reading is based on the experiences and content
learned through a teacher preparation program. Boyd et al. (2009) found that teachers are
most successful in the classroom when they were given opportunities as a pre-service
teacher to practice the activities and methods that will be expected of them as new
teachers. For this to happen, there needs to be alignment between the expectations of
elementary stakeholders and the university teacher preparation program in literacy. The
stakeholders’ perceptions in this study found there were practices with high levels of
alignment, as well as areas with low level of alignment between the expectations of the
elementary schools and university teacher preparation program.
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New teachers want their students to be successful and are concerned for their
learning (Watzke, 2007). For a new teacher to be successful, they need to be armed with
the right tools at the right time. Snow et al. (2005) noted that there is uncertainty about
“what literacy teachers need to know, but even more about what they need to know
when.” (p.207). According to the elementary stakeholders (non-tenured and tenured
teachers, administrators and literacy specialists) in this study, there were fourteen literacy
practices that stakeholders perceived to be most imperative for a new teacher to have a
successful first year of teaching reading. These practices are grouped into five areas:
grouping practices, use of texts, coaching, explicit instruction, and sensitivity to students’
need and interests. It stands to reason that these areas should be the focus of literacy
courses in a teacher preparation program.
Grouping Practices
Stakeholders’ perceptions suggested that planning/implementing whole group and
small group instruction was an imperative practice for a new teacher. Effective first
grade teachers were found to use a combination of whole class, small group, and
individual instruction to ensure literacy growth in students (Pressley et al., 1996).
Pressley, et al.’s (1998) study showed that fourth and fifth grade teachers used whole
class, small group, and individualized instruction when appropriate. Mathes et al.’s
(2005) research showed that combining quality classroom instruction with small group
reading intervention yielded better results than for those who only received the classroom
instruction. It is clear that effective literacy teachers use a variety of grouping practices;
therefore, new teachers should have an understanding of how to implement these types of
practices. Stakeholders’ perceptions suggested that new teachers were prepared to
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plan/implement whole group instruction, but unprepared to plan/implement small group
instruction. A theme across both tenured and non-tenured teachers’ perceptions was the
lack of knowledge to successfully implement guided reading. Tenured teachers
specifically listed planning/implanting small group instruction as an expectation for new
teachers.
Use of Texts
Effective teachers use a variety of texts in the classroom. In recent years, due to
the recommendations of the Common Core State Standards (CCSS), teachers are
encouraged to use a balance of informational texts and literature in the classroom.
Therefore, a balance of both narrative and expository texts at varying levels should be
available for student and teacher use. The use of literature in the classroom was
perceived by stakeholders as most imperative for a successful first year teaching reading.
They also agreed that new teachers were prepared to use literature in the classroom
effectively. However, the use of informational text was also found to be imperative, but
stakeholders perceived that new teachers were not prepared to use these texts in the
classroom. While the use of informational text in the classroom has gained importance
since Duke’s seminal study (2000) and the introduction of the CCSS (2010), stakeholders
perceived that new teachers were not demonstrating competence in this practice. It could
be that pre-service teachers were not exposed to these types of texts during their field
experiences or university courses at the regional, state university. “Darling-Hammond et
al., (2005) and Conklin and Zeichner (2005) concluded that the extant research on
exemplary teacher education programs shows that where field experiences are carefully
coordinated with coursework and carefully mentored, teacher educators are better able to
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accomplish their goals in preparing teachers to successfully enact complex teaching
practices” (as cited in Zeichner, 2010, p. 95). Confirming this assertion, Boyd et al.
(2009) found that teacher preparation programs that provided purposeful field
experiences (such as allowing pre-service teachers to practice teaching) produced more
effective first year teachers. For new teachers to be efficiently prepared, there needs to
be communication between elementary stakeholders and university personnel regarding
expectations for field experiences. It is clear that beneficial field experiences could
ensure better alignment between the school and university worlds.
Coaching
The use of modeling and think-alouds were also perceived to be imperative by
stakeholders. Wharton-McDonald et al. (1998) concluded, teachers in high achieving
classrooms “never seemed to do just one thing at a time” (p.115). Effective teachers
know how to model and provide think-alouds to model their own thinking as they work
through text. Stakeholders’ perceptions suggested that new teachers were prepared to
implement both of these practices. Scaffolding instruction is also a practice of effective
literacy teachers (Wharton-McDonald et al., 1998) and was perceived to be imperative by
stakeholders. However, this practice was also perceived to be one that new teachers were
unprepared to implement.
Sensitivity to Student’s Needs and Interests
Stakeholders’ perceptions also suggested that the use of materials sensitive to the
students’ needs and interests was an imperative practice that new teachers were prepared
to implement. This may be due to the regional, state university’s instructors requiring
pre-service teachers to use interest inventories before choosing texts for lessons. It also
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may be that this is a natural inclination for most teachers as learning about students’
interests and needs is the basis for relationships which promotes a positive and effective
learning environment (Pressley et al., 1996; Allington & Johnson, 2000; Pressley et al.,
1997).
Stakeholders’ perceptions were in agreement that meeting the needs of EL
students was an imperative practice and also one that new teachers were not prepared for
during their first year of teaching. As the population of English Learners increases, new
teachers will find their lack of preparation even more of a barrier. Since 2018, the
population of EL students has grown from 2,259 to 2,778 making up 17% of the entire
district’s student population (Aiden County School Report Card, 2021). Since 2018, the
population of EL students has also grown in the Addison Independent School District,
rising from 647 to 804 students making up 19% of the entire district’s student population
(Addison Independent School Report Card, 2021). This should be one area of concern
for the regional, state university’s teacher preparation program as working with EL
students was perceived to be a barrier by many non-tenured teachers.
Using assessment data to make instructional decisions was perceived to be an
imperative practice by stakeholders. New teachers should have knowledge of how to use
data to provide instruction for all students. To ensure literacy development and growth,
teachers must use formative and summative assessments to support and guide their
instructional decisions. Stakeholders’ perceptions also suggested that this was a practice
that new teachers were unprepared to put into practice. This is concerning as assessment
is the basis for effective instruction. “[C]areful classroom-based assessment informs
teachers and serves as a basis for [this] instruction” (Afflerbach, Cho, Crassas, & Kim,
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2015, p. 319). One non-tenured teacher’s perceptions suggested that using assessment
data were a weakness within the teacher preparation program and that they (pre-service
teachers) only dealt with hypotheticals. Literacy instructors at this regional, state
university might consider determining why new teachers are feeling unprepared to use
assessment data for instructional decision making.
Comprehensive Approach to Literacy Program
Stakeholders’ perceptions were in agreement that new teachers were unprepared
to implement many of the imperative components of a comprehensive literacy program.
They communicated that providing explicit comprehensive strategy instruction,
opportunities for fluency practice, explicit phonics instruction, and explicit instruction in
phonemic awareness as imperative practices. However, their perceptions also suggested
that new teachers were unprepared in all these areas of instruction. One of the most
common themes from non-tenured teachers’ perceptions was the lack of preparation they
received at the regional, state university to successfully teacher phonics and phonemic
awareness. They also felt that it was difficult to “squeeze in” everything during the
literacy block. This should be concerning as these components are four of the five pillars
of literacy instruction (Cassidy, Valadez & Garrett, 2010). It may be that the theory of
these practices is being taught, but how to actually implement the instruction may be
lacking. As those in the education field know all too well, school does not happen in a
vacuum; therefore, theory and practice are both vital parts of an effective teacher
preparation program (Darling-Hammond, 2006).
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Implications for Practice
The results of this study can be used to inform next steps at both the elementary
schools in these two districts and the one regional, state university. To achieve the best
of both worlds, stakeholders may find the data useful to make improvements to ensure a
successful first year of teaching reading for new teachers.
Elementary School World
The Kentucky Reading and Writing Standards (Common Core Standards
Initiative, 2019) provide what teachers should teach, but not how reading should be
taught. Standards are meant to be goals for what elementary students need to know
before they leave a certain grade level. It is up to the district personnel, school
administrators and teachers to set the expectations for what is considered important or
imperative practices in reading. It is through district decisions such as curriculum
purchases, curriculum mapping, and communications that influence the instructional
decisions made in the classroom. However, it is ultimately the teacher that has the final
say as to what occurs in the reading classroom. Stakeholders can use the information
from this study to reflect on what is being communicated as most imperative from those
that are in the trenches, day after day. Those that know and understand what is best for
students in terms of reading instruction. Further, those making decisions in these two
school districts should consider consulting with literacy faculty at the regional, state
university regarding instructional practices that are currently being used in the schools
that are not supported by research and theory and those that could be implemented that
are supported by research and theory.
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Elementary schools need to know what new teachers feel prepared and
unprepared to do in the classroom. Of the 14 imperative practices, new teachers’
perceptions suggested they were considered unprepared to implement 9 practices. Using
the results of this study, elementary schools in these two school districts can make
informed decisions about the types of supports needed for new teachers. For instance,
new teachers may benefit from purposeful support after graduation. First and second
year teachers yearn for supports from teachers in their building or university personnel
(Anderson & Olsen, 2006). Most jobs allow for additional training after starting in a new
position, however, teaching has the same expectations for new and seasoned teachers. If
new teachers in these two school districts are feeling unprepared to implement certain
practices, it is up to those school districts to find ways to close the gaps. While the
regional, state university teacher preparation program plays an important role in teacher
training, there needs to be continued, purposeful, and meaningful education for new
teachers.
The data suggests that elementary teachers in these two school districts, nontenured and tenured, have specific literacy practices that they perceived to be most
imperative to have a successful first year teaching reading in their districts. They
perceived that these practices most critical for elementary schools in these two districts to
include in their curriculum: planning/implementing whole and small group instruction;
using literature and informational texts; using modeling, think alouds, and scaffolding;
using materials sensitive to students’ needs and interests; meeting the needs of EL
students; using assessment data to make instructional decisions; using explicit
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comprehension, phonics, and phonemic awareness instruction; and providing
opportunities for fluency practice.
University World
Accrediting bodies determine what must be included in undergraduate teacher
preparation programs, including the Educational Professional Standards board (EPSB) and
national accrediting agencies such as NCATE, CAEP, TEAC and AAQEP. However,
university stakeholders determine the content and instruction that occurs in the teacher
preparation program. While the standards for literacy instruction are set by the International
Literacy Association, how those standards are interpreted and implemented are left to those
that teach the literacy courses. It is not uncommon for the literacy professionals at the
university to have the autonomy to determine what readings and assignments best reflect
the spirit of the standards. Therefore, different literacy instructors choose to focus on those
practices that most align with their own interpretation and opinions of importance. While
some may choose to focus heavily on theory, others choose more practical applications.
Some may focus on a balanced approach to literacy, while others may be more partial to
the whole language approach or the science of reading. Whatever the reasoning, these
differences mean that pre-service teachers may not be receiving the same instruction at this
regional, state university. Even more concerning is that the choices of what to teach may
not have aligned with the expectations of the elementary schools in these two school
districts where these pre-service teachers may one day be employed to teach reading.
Based on this study’s findings, this regional, state university and accrediting agencies may
want to re-evaluate the expectations for their pre-service teachers and possibly revise not
only the curriculum, but the supports that can be provided for new teachers within the first
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year and after. The results of this study can serve as a springboard for conversations that
need to be had at this regional, state university. While many instructors at this regional,
state university are in classrooms supervising field experiences or conducting research,
many have not been responsible for the day-to-day instruction in an elementary classroom
in several years. Therefore, they may not be fully aware of the barriers and challenges new
teachers face when teaching reading. Battistone, Buckmiller and Peters (2019) suggest that
“teacher preparation programs work more closely and seek opportunities for engagement
and collaboration with their K-12 teaching partners.” (p.16) New teachers’ perceptions in
this study suggested working with EL students a challenge and one that they were not
prepared to overcome.

They perceptions also suggested that teaching phonics and

phonemic awareness were both obstacles during the first year of teaching. How prepared
new teachers feel after teaching their first year could inform instructional decisions made
at this regional, state university. Further, knowing what the stakeholders at the elementary
schools in these two school districts find most imperative would help guide instructors
when making decisions about what new teachers must know now and what could wait until
later in their teaching career. For example, phonics and phonemic awareness were
perceived to be areas of concern for new teachers. Tenured teachers perceived that new
teachers were not prepared in these areas. These findings suggest that this may be a deficit
area in the literacy courses within the teacher preparation program at this regional, state
university. Knowing how to plan and support EL students is another area that may need
more attention in literacy courses at this regional, state university.

New teachers’

perceptions suggest that this was an area of concern and the data suggests that this
population is increasing every year. Therefore, the regional, state university may need to
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find ways to address this need in the elementary schools in these two school districts
through teacher preparation.

New teachers’ perceptions also suggested that

planning/implementing small group instruction a challenge. Based on these findings, it
appears that the regional, state university may need to provide more opportunities for
instruction or experiences with small group instruction. As stated earlier, it is important to
not only know what new teachers need to know, but when they need to know it (Snow et
al., 2005). Based on the findings of this study, it would appear that there are certain
practices that need to be taught during the teacher preparation program and others that
could be taught during/after the first year of teaching. According to the elementary school
stakeholders, new teachers need to be proficient in 14 practices to have a successful first
year of teaching reading. These practices are: planning/implementing whole and small
group instruction; using literature and informational texts; using modeling, think alouds,
and scaffolding; using materials sensitive to students’ needs and interests; meeting the
needs of EL students; using assessment data to make instructional decisions; using explicit
comprehension, phonics, and phonemic awareness instruction; and providing opportunities
for fluency practice. Other practices such as using the resources provided by the school
district, providing a print-rich classroom, and providing vocabulary instruction were ones
that could wait until during/after the first year of teaching.
Providing purposeful and effective support during the first year of teaching gives
novice teachers “the attention and guidance that is so important to novice teacher growth”
(Kelly, 2004, p. 447). This type of support may also benefit new teachers beyond the
first year as second year teachers also look for new learning opportunities within their
building walls and beyond (Anderson & Olsen, 2006). Based on the previous research
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and this study’s findings, it appears there is a need for purposeful support after
graduation.
According to the National Council for Teacher Education (2010), “Only when
preparation programs become deeply engaged with schools will their clinical preparation
become truly robust and will they be able to support the development of candidates’
urgently needed skills and learn what schools really need” (p.3). Both worlds should be
interested in knowing what is most imperative for a successful first year of teaching
reading. And both worlds should find ways to work together to ensure new teachers are
prepared for a successful first year of teaching, as well as supported in subsequent years.
Limitations
One limitation of this study is the researcher’s positionality. The researcher’s
experience as both a literacy instruction at the regional, state university and an
elementary teacher in one of the school districts may have colored the interpretation of
the data gathered.
Another limitation of this study was the limited number of participants that
completed a questionnaire. Johnson and Christensen (2008) suggest a sampling of 169
based on a population of 300. There are a total of 306 non-tenured teachers, including
the 69 first-year teachers, in the Addison Independent and Aiden County school districts.
The sample size for this study was 63 participants. This is 37% of the suggested sample
size. There were two attempts at data collection both of which occurred during the
COVID pandemic. The first attempt at data collection showed that most participants
stopped after reaching the first open-ended question. It was also found that the survey
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was difficult to complete on a mobile device so this was also addressed in the second data
collection. After analysis of the responses, it was determined that rearranging the
questions may yield better results. The second attempt at data collection yield similar
response rates, but more completed surveys with richer qualitative data. Response rates
for online surveys are typically around 30% but can be increased to 50% through
purposeful and strategic follow up techniques (Nardi, 2018) such as follow up emails and
incentives for those who completed the questionnaire in the form of a gift card drawing.
Both of these techniques were used and still yielded lower than expected numbers. Final
questionnaire data were obtained from a total of 63 participants: 17 non-tenured, 43
tenured, and 3 administrators. Due to the limited participation, it is not known if the
conclusions would be similar with a more robust number of participants.
This study focused on two school districts and one regional, state university in
one small city in a southeastern state. While the results are useful for these two districts,
the results may vary in other areas of the state in which this study was conducted as the
demographic data may differ. The EL population in these two districts makes up 26.1%
of the student population with 9.5% at Aiden County and 16.6% at Addison Independent
District, therefore, many teachers felt that knowledge of working with this population
was imperative for success. Further, the demographic data of the graduating classes of
elementary education majors at Grace-Clark University are not diverse with 96.5% of
students reporting as White (non-Hispanic) in 2017. This may also differ at other
universities or even other satellite campuses at Grace-Clark University. Further studies
could include the satellite campuses at Grace-Clark University as well as the elementary
schools in those service areas. These data would allow a more comprehensive look at the
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expectations of stakeholders in other areas of Kentucky that are served by Grace-Clark
University graduates.
Implications for Future Research
This study has implications for future research regarding teacher preparation in
literacy at Grace-Clark University. While this study’s findings suggest that there is a
perception among tenured teachers that new teachers may not be sufficiently prepared to
implement certain literacy practices, further research is needed to determine the validity
of this claim.
This study also suggested that new teachers reported feeling unprepared to
implement certain literacy practices. However, it is not known to what level that believed
they were unprepared and what could be done to provide additional supports. Further
research should be conducted with second year teachers to determine what types of
supports, from the university or school, would have helped them be more prepared to
teach reading their first year.
This study determined that there may need to be more communication between
both worlds to improve the preparedness of new teachers to teach reading. Similar
conclusions were found by Battistone, Buckmiller and Peters (2019). They determined
that the K-12 schools and university needed to work together to ensure new teachers are
prepared for their first job. Hopefully, future research will be able to continually
improve the connection between these two worlds – for the goal is to have the best of
both.
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APPENDIX A. INITIAL ADMINISTRATON QUESTIONNAIRE PROTOCOL
Administrators Questionnaire
Demographic Information
Total years teaching

Less than 1

1-3

4-6 years

7+years

Total years teaching in the
district

Less than 1

1-3

4-6 years

7+years

Total years as an
Administrator

Less than 1

1-3

4-6 years

7+years

Total years as an
administrator in the district

Less than 1

1-3

4-6 years

7+years

Level of education

Bachelor’s

Master’s

Master’s + hours Doctorate

Directions: The following questionnaire focuses on your opinions regarding nontenure teachers’ level of preparation in literacy instruction, and your expectations for
literacy instruction preparation. The questionnaire contains 24 questions and will take
approximately 30-45 minutes. While answering these questions, I ask that consider
your knowledge of non-tenure teachers that graduated from Western Kentucky
University’s (WKU) teacher preparation program. Thank you for your time and
efforts.

Please advise on the following:
Questions/terms that are vague or confusing.
Areas where more information is needed.
Questions that you would not be able to address.
Additional questions/areas that you would like to address.
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Section One: Instructional Design that Supports Literacy Development
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4,
where 1 is strongly disagree and 4 is strongly agree, evaluate the teacher preparation
program on each of the following items.
Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to higher levels than
restating the facts. HOT requires that we do something with the facts. We must understand them, infer from
them, connect them to other facts and concepts, categorize them, manipulate them, put them together in
new or novel ways, and apply them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to enhance learning and
aid in the mastery of tasks. The teacher does this by systematically building on students’ experiences and
knowledge as they are learning new skills (Iris Center, Vanderbilt).
Think-aloud: Using modeling to show what good readers do when reading.

Q#

The teacher preparation program was effective in
preparing new teachers to:

SD

D

A

SA

1

Use higher-order thinking questions in literacy
instruction

1

2

3

4

2

Use modeling in literacy instruction

1

2

3

4

3

Scaffold literacy instruction

1

2

3

4

4

Use think-alouds in literacy instruction

1

2

3

4

Additional Notes:
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Section Two: Instructional Materials/Practices that Support Literacy Instruction
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4, where 1
is strongly disagree and 4 is strongly agree, evaluate the teacher preparation program on each
of the following items.

Q#

The teacher preparation program was effective in
preparing new teachers to:

SD

D

A

SA

5

Provide whole group literacy instruction

1

2

3

4

6

Provide small group literacy instruction

1

2

3

4

7

Organize students into flexible guided reading group

1

2

3

4

8

Provide independent reading time

1

2

3

4

9

Provide a print-rich environment

1

2

3

4

10

Use a variety of texts during literacy instruction
(literature and informational)

1

2

3

4

Additional Notes:
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Section Three: Balanced Approach to Literacy
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4, where 1
is strongly disagree and 4 is strongly agree, evaluate the teacher preparation program on each
of the following items.

Q#

The teacher preparation program was effective in
preparing new teachers to:

SD

D

A

SA

11

Provide explicit strategy instruction

1

2

3

4

12

Provide opportunities for fluency practice

1

2

3

4

13

Provide explicit phonics instruction

1

2

3

4

14

Provide explicit instruction in phonemic awareness
(if grade appropriate)

1

2

3

4

15

Provide vocabulary instruction

1

2

3

4

Additional Notes:
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Section Four: Meeting the Needs of Students
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4, where 1
is strongly disagree and 4 is strongly agree, evaluate the teacher preparation program on each
of the following items.
Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically accumulated and
culturally developed bodies of knowledge and skills essential for household or individual functioning and
well-being (Greenberg, 1989; Tapia, 1991; Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records, concepts of print,
phonemic awareness and phonics assessments, fluency assessments, comprehension assessments.

Q#

The teacher preparation program was effective in
preparing new teachers to:

SD

D

A

SA

16

Use a variety of literacy assessments

1

2

3

4

17

Use assessment data to make instructional decisions

1

2

3

4

18

Use literature that represents diverse cultures

1

2

3

4

19

Build on students’ funds of knowledge

1

2

3

4

20

Meet the needs of ELL students

1

2

3

4

21

Design instruction and use materials that are
sensitive to students’ needs and interests

1

2

3

4
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Additional Notes:
22. Please briefly describe what you believe is missing in new teachers’ literacy
instruction.

23. Please briefly describe what you wish the university would prepare new teachers to
do with regards to literacy instruction.

24. Please briefly describe your expectations for a new teacher in literacy instruction.
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APPENDIX B. INITIAL ELEMENTARY TENURED TEACHER QUESTIONNAIRE
Elementary Mentor Teacher Questionnaire
Demographic
Information
Total years teaching

Less than 1

1-3 years

4-6 years

7+years

Total years in the
district

Less

1-3 years

4-6 years

7+years

Level of education

Bachelor’s

Master’s

Master’s +
hours

Doctorate

Directions: The following questionnaire focuses on your opinions regarding non-tenure
teachers’ level of preparation for specific literacy practices. This questionnaire
contains questions and will take approximately 30 minutes. While answering these
questions, I ask that you consider your knowledge of the typical non-tenured teacher
that graduated from Western Kentucky University’s (WKU) teacher preparation
program that you observed or worked with closely. Thank you for your time and
efforts.
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Section One: Instructional Design that Supports Literacy Development
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4,
where 1 is strongly disagree and 4 is strongly agree, evaluate the teacher preparation
program on each of the following items.
Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to
higher levels than restating the facts. HOT requires that we do something with the facts.
We must understand them, infer from them, connect them to other facts and concepts,
categorize them, manipulate them, put them together in new or novel ways, and apply
them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to
enhance learning and aid in the mastery of tasks. The teacher does this by systematically
building on students’ experiences and knowledge as they are learning new skills (Iris
Center, Vanderbilt).
Think-aloud: Using modeling of to show what good readers do when reading.
Q#

The teacher preparation program prepared the
typical WKU graduate to:

SD

D

A

SA

1

Use higher-ordering questioning in literacy
instruction

1

2

3

4

2

Use modeling in literacy instruction

1

2

3

4

3

Scaffold literacy instruction

1

2

3

4

4

Use think-alouds in literacy instruction

1

2

3

4

On a scale from 1-4, where 1 is strongly disagree and 4 is strongly agree, evaluate the
importance of each of these practices for your school.

Q#

I want new teachers to know how to:

SD

D

A

SA

5

Use higher-ordering questioning in literacy
instruction

1

2

3

4

6

Use modeling in literacy instruction

1

2

3

4
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7

Scaffold literacy instruction

1

2

3

4

8

Use think-alouds in literacy instruction

1

2

3

4

Section Two: Instructional Materials/Practices that Support Literacy Instruction
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4,
where 1 is strongly disagree and 4 is strongly agree, evaluate the teacher preparation
program on each of the following items.

Q#

The teacher preparation program prepared the
typical WKU graduate to:

SD

D

A

SA

9

Provide whole group literacy instruction

1

2

3

4

10

Provide small group literacy instruction

1

2

3

4

11

Organize students into flexible guided reading group

1

2

3

4

12

Provide independent reading time

1

2

3

4

13

Provide a print-rich environment

1

2

3

4

14

Use a variety of texts during literacy instruction
(literature and informational)

1

2

3

4

On a scale from 1-4, where 1 is strongly disagree and 4 is strongly agree, evaluate the
importance of each of these practices for your school.

Q#

I want new teachers to know how to:

SD

D

A

SA

15

Plan whole group literacy instruction (mini-lessons)

1

2

3

4

16

Implement whole group literacy instruction (minilessons)

1

2

3

4

17

Implement an interactive read aloud

1

2

3

4

18

Implement a close reading lesson

1

2

3

4

19

Implement a shared reading lesson

1

2

3

4
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20

Plan small group instruction based on students’
needs

1

2

3

4

21

Implement small group instruction based on
students’ needs

1

2

3

4

22

Organize students into flexible guided reading
groups

1

2

3

4

23

Provide independent reading time

1

2

3

4

24

Provide a print-rich environment

1

2

3

4

25

Use a variety of texts during literacy instruction
(literature and informational)

1

2

3

4

Section Three: Balanced Approach to Literacy
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4,
where 1 is strongly disagree and 4 is strongly agree, evaluate the teacher preparation
program on each of the following items.

Q#

The teacher preparation program prepared the
typical WKU graduate to:

SD

D

A

SA

26

Provide explicit strategy instruction

1

2

3

4

27

Provide opportunities for fluency practice

1

2

3

4

28

Provide explicit phonics instruction

1

2

3

4

29

Provide explicit instruction in phonemic awareness
(if grade appropriate)

1

2

3

4

30

Provide vocabulary instruction

1

2

3

4

On a scale from 1-4, where 1 is strongly disagree and 4 is strongly agree, evaluate the
importance of each of these practices for your school.

Q#

I want new teachers to know how to:
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SD

D

A

SA

31

Provide explicit strategy instruction

1

2

3

4

32

Provide opportunities for fluency practice

1

2

3

4

33

Provide explicit phonics instruction

1

2

3

4

34

Provide explicit instruction in phonemic awareness
(if grade appropriate)

1

2

3

4

35

Provide vocabulary instruction

1

2

3

4

Section Four: Meeting the Needs of Students
Please consider all non-tenure teachers that graduated from WKU’s teacher preparation
program and that you have observed or worked with closely. On a scale from 1 to 4, where 1
is strongly disagree and 4 is strongly agree, evaluate the teacher preparation program on each
of the following items.

Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically
accumulated and culturally developed bodies of knowledge and skills essential for
household or individual functioning and well-being (Greenberg, 1989; Tapia, 1991;
Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records,
concepts of print, phonemic awareness and phonics assessments, fluency assessments,
comprehension assessments.
Q#

The teacher preparation program prepared the
typical WKU graduate to:

SD

D

A

SA

36

Use a variety of literacy assessments

1

2

3

4

37

Use assessment data to make instructional decisions

1

2

3

4

38

Use literature that represents diverse cultures

1

2

3

4

39

Build on students’ funds of knowledge

1

2

3

4

40

Meet the needs of ELL students

1

2

3

4

41

Design instruction and use materials that are
sensitive to students’ needs and interests

1

2

3

4
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42. Please briefly describe what you believe is missing in new teachers’ literacy
instruction.

43. Please briefly describe what you wish the university would prepare new teachers to
do with regards to literacy instruction.

44. Please briefly describe your expectations for a new teacher in literacy instruction.
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APPENDIX C. INITIAL ELEMENTARY NON-TENURED TEACHER
QUESTIONNAIRE
Elementary Non-Tenure Teacher Questionnaire
Demographic Information
Total years teaching

Less than 1

1 year

2-3 years

4 years

Total years in the district

Less than 1

1year

2-3 years

4 years

Level of education

Bachelor’s

Master’s

Graduation Month/Year:
May 2019
Current Grade Level: 1st

Directions: The following questionnaire focuses on your opinions regarding your level of
preparation of specific literacy practices as well as the desired practices for a new teacher.
The questionnaire contains 10 questions and will take approximately 45-60 minutes. While
answering these questions, I ask that consider your first three years of teaching after
graduation. Thank you for your time and efforts.
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Section One: Instructional Design that Supports Literacy Development
Please consider your time in the teacher preparation program at WKU. Based on your own
experience in the literacy classroom, please sort the following practices by those you were
prepared to implement and those that you were under- or unprepared to implement.
Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to
higher levels than restating the facts. HOT requires that we do something with the facts.
We must understand them, infer from them, connect them to other facts and concepts,
categorize them, manipulate them, put them together in new or novel ways, and apply
them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to
enhance learning and aid in the mastery of tasks. The teacher does this by systematically
building on students’ experiences and knowledge as they are learning new skills (Iris
Center, Vanderbilt).
Think-aloud: Using modeling of to show what good readers do when reading.
Q#1

Please sort the items into two groups – those you were
prepared to implement and those you were under- or
unprepared to implement.
Use higher-ordering questioning in literacy instruction
Use modeling in literacy instruction
Scaffold literacy instruction
Use think-alouds in literacy instruction

Prepared to Implement

Under- or Unprepared to Implement

Use think-alouds in literacy instruction

Use modeling in literacy instruction

Use higher-order thinking questioning in
literacy instruction

Scaffold literacy instruction
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Please sort by those that were most important, slightly important or least important
for a successful first year implementing literacy instruction.

Q#
2

Please sort the items into the following three groups – most
important, slightly important, or least important to be
successful in teaching literacy in your school.
Use higher-ordering questioning in literacy instruction
Use modeling in literacy instruction
Scaffold literacy instruction
Use think-alouds in literacy instruction

Most Important

Slightly Important

Use higher-order questioning
in literacy instruction

Use modeling in literacy
instruction

Scaffold literacy instruction

Use think-alouds in literacy
instruction
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Least Important

Section Two: Instructional Materials/Practices that Support Literacy Instruction
Please consider your time in the teacher preparation program at WKU. Based on your own
experience in the literacy classroom, please sort the following practices by those you felt
prepared to implement and those that you felt under- or unprepared to implement.

Q#
3

Please sort the items into two groups – those you were
prepared to implement and those you were under- or
unprepared to implement.
Plan whole group literacy instruction (mini-lessons)
Implement whole group literacy instruction (mini-lessons)
Implement an interactive read aloud
Implement a close reading lesson
Implement a shared reading lesson
Plan small group instruction based on students’ needs
Implement small group instruction based on students’ needs
Organize students into flexible guided reading groups
Provide independent reading time
Provide a print-rich environment
Use a variety of texts during literacy instruction (literature
and informational)
Use provided reading materials (i.e., basal readers)

Prepared to Implement

Under- or Unprepared to Implement

Plan a whole group literacy instruction (minilessons)

Implement a close reading lesson

Implement whole group literacy instruction
(mini-lessons)
Implement an interactive read aloud
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Implement a shared reading lesson
Organize students into flexible reading groups

Plan small group instruction based on
students’ needs
Implement small group instruction based on
students’ needs
Provide independent reading time
Provide a print-rich environment
Use a variety of texts during literacy
instruction (literature and informational)
Use provided reading materials (i.e., basal
readers)
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Please sort by those that were most important, slightly important or least important
for a successful first year implementing literacy instruction.

Q#
4

Please sort the items into the following three groups – most
important, slightly important, or least important to be
successful in teaching literacy in your school.
Plan whole group literacy instruction (mini-lessons)
Implement whole group literacy instruction (mini-lessons)
Implement an interactive read aloud
Implement a close reading lesson
Implement a shared reading lesson
Plan small group instruction based on students’ needs
Implement small group instruction based on students’ needs
Organize students into flexible guided reading groups
Provide independent reading time
Provide a print-rich environment
Use a variety of texts during literacy instruction (literature
and informational)
Use provided reading materials (i.e., basal readers)

Most Important

Slightly Important

Plan a whole group literacy
instruction (mini-lessons)

Provide a print-rich
environment

Implement whole group
literacy instruction (minilessons)

Implement a close reading

Implement an interactive read
aloud

Implement a shared reading
lesson
Provide independent reading
time
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Least Important

Plan small group instruction
based on students’ needs

Provide a print-rich
environment

Implement small group
instruction based on students’
needs
Organize students into
flexible reading groups
Use a variety of texts during
literacy instruction (literature
and informational)
Use provided reading
materials (i.e., basal readers)
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Section Three: Balanced Approach to Literacy
Please consider your time in the teacher preparation program at WKU. Based on your own
experience in the literacy classroom, please sort the following practices by those you felt
prepared to implement and those that you felt under- or unprepared to implement.

Q#5

Please sort the items into two groups – those you were
prepared to implement and those you were under- or
unprepared to implement.
Provide explicit strategy instruction
Provide opportunities for fluency practice
Provide explicit phonics instruction
Provide explicit instruction in phonemic awareness (if
grade appropriate)
Provide vocabulary instruction

Prepared to Implement

Under- or Unprepared to Implement

Provide explicit strategy instruction

Provide vocabulary instruction

Provide opportunities for fluency practice

Provide explicit phonics instruction
Provide explicit phonemic awareness
instruction (if grade appropriate)
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Please sort by those that were most important, slightly important or least important
for a successful first year implementing literacy instruction.

Q#6

Please sort the items into the following three
groups – most important, slightly important, or
least important to be successful in teaching
literacy in your school.
Provide explicit strategy instruction
Provide opportunities for fluency practice
Provide explicit phonics instruction
Provide explicit instruction in phonemic
awareness (if grade appropriate)
Provide vocabulary instruction

Most Important

Slightly Important

Provide explicit strategy
instruction

Provide explicit instruction in
phonemic awareness(if grade
appropriate)

Provide opportunities for
fluency practice
Provide explicit phonics
instruction

Provide vocabulary
instruction
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Least Important

Section Four: Meeting the Needs of Students
Please consider your time in the teacher preparation program at WKU. Based on your own
experience in the literacy classroom, please sort the following practices by those you felt
prepared to implement and those that you felt under- or unprepared to implement.

Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically
accumulated and culturally developed bodies of knowledge and skills essential for
household or individual functioning and well-being (Greenberg, 1989; Tapia, 1991;
Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records,
concepts of print, phonemic awareness and phonics assessments, fluency assessments,
comprehension assessments.
Q#7

Please sort the items into two groups – those you were
prepared to implement and those you were under- or
unprepared to implement.
Use a variety of literacy assessments
Use assessment data to make instructional decisions
Use literature that represents diverse cultures
Build on students’ funds of knowledge
Meet the needs of ELL students
Design instruction and use materials that are sensitive to
students’ needs and interests

Prepared to Implement

Under- or Unprepared to Implement

Use assessment data to make instructional
decisions

Use a variety of literacy assessments

Use literature that represents diverse cultures
Build on students’ funds of knowledge
Design instruction and use materials that are
sensitive to students’ needs and interests
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Meet the needs of ELL students

please consider the first three years after graduating from WKU’s teacher preparation
program. Please sort by those that were most important, slightly important or least important
for a successful first year implementing literacy instruction.

Q#8

Please sort the items into the following three groups
– most important, slightly important, or least
important to be successful in teaching literacy in
your school.
Use a variety of literacy assessments
Use assessment data to make instructional
decisions
Use literature that represents diverse cultures
Build on students’ funds of knowledge
Meet the needs of ELL students
Design instruction and use materials that are
sensitive to students’ needs and interests
Most Important

Slightly Important

Use a variety of literacy
assessments

Use literature that represents
diverse cultures

Use assessment data to make
instructional decisions

Meet the needs of ELL
students

Build on students’ funds of
knowledge
Design instruction and use
materials that are sensitive to
students’ needs and interests
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Least Important

9. What barriers have you experienced when implementing/planning your literacy
instruction?
The barriers that I have experienced when implementing/planning my literacy
instruction related to the size and demographics of my class as well as receiving little
support from other teachers and administrators in the building. I had 28 first graders in
my classroom of varying ability levels. It was often difficult to keep all students actively
engaged, especially during whole group instruction. I also had some significantly low
students in my classroom, so it was difficult for me to develop ways to support and
scaffold them through their literacy instruction. I believe that these situations would have
been easier if I had experienced teachers to cooperate and plan with. However, the split
classes present at my school made it difficult for teachers within my grade level to plan
together. This resulted in me planning independently.

10. What do you wish you would have known regarding literacy instruction?
I wish I would have known more about how to effectively implement multiple
curriculums in one reading block. I also wish I would have known more effective ways to
provide scaffolds to struggling students. I had a significant number of students with IEPs
and learning difficulties, so it would have been helpful to have more tools to assist them
and guide them through instruction.
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APPENDIX D. ELEMENTARY NON-TENURED TEACHER QUESTIONNAIRE
Elementary non-tenured teacher questionnaire
Please complete the following demographic information.
Demographic Information
How many total years have you
been teaching?

Less than 1

1 year

2-3 years

4 years

How many total years have you
taught in the district?

Less than 1

1year

2-3 years

4 years

What is your highest level of
education?

Bachelor’s

Master’s

Rank I

What year did you graduate
from Western Kentucky
University?
Please indicate what grade your taught for each year of teaching.
Year one

K

1

2

3

4

5

Year two

K

1

2

3

4

5

Year three

K

1

2

3

4

5

Directions: The following questionnaire focuses on your opinions regarding your level
of preparation of specific literacy practices as well as practices needed for a successful
first year implementing reading instruction. The questionnaire contains 12 questions
and will take approximately 15 minutes. While answering these questions, I ask that
consider your first three years of teaching after graduation. Thank you for your time
and efforts.
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Section One: Instructional Practices that Support Literacy Instruction

Please consider your time in the teacher preparation program at WKU. Based on your
own experience teaching reading in an elementary classroom, please determine which
of the following practices you felt sufficiently prepared to implement and those that
you felt insufficiently prepared to implement upon completion of the WKU teacher
preparation program.

Q#1
Plan/implement whole group reading instruction
(mini-lessons)

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement an interactive read aloud

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a close reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a shared reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/Implement small group instruction based on
students’ needs

Sufficiently Prepared/Insufficiently
Prepared
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Based on your experiences teaching reading in the elementary
classroom, please determine which practices are imperative, somewhat imperative or
least imperative for a successful first year implementing reading instruction.

Q#2

Plan/implement whole group reading instruction
(mini-lessons)

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement an interactive read aloud

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a close reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a shared reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/Implement small group instruction based on
students’ needs

Imperative, somewhat imperative, Least
Imperative for Success
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Section Two: Use of Instructional Materials that Support Literacy Instruction

Please consider your time in the teacher preparation program at WKU. Based on your
own experience teaching reading in an elementary classroom, please determine which
of the following practices you felt sufficiently prepared to implement and those that
you felt insufficiently prepared to implement upon completion of the WKU teacher
preparation program.

Q#3

Use materials that are sensitive to students' needs
and interests

Sufficiently Prepared/Insufficiently
Prepared

Provide a print-rich environment

Sufficiently Prepared/Insufficiently
Prepared

Use of literature during reading instruction

Sufficiently Prepared/Insufficiently
Prepared

Use of informational text during reading
instruction

Sufficiently Prepared/Insufficiently
Prepared

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Sufficiently Prepared/Insufficiently
Prepared
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Based on your experiences teaching reading in the elementary
classroom, please determine which practices are imperative, somewhat imperative or
least imperative for a successful first year implementing reading instruction.

Q#4

Use materials that are sensitive to students' needs
and interests

Imperative, somewhat imperative, Least
Imperative for Success

Provide a print-rich environment

Imperative, somewhat imperative, Least
Imperative for Success

Use of literature during reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use of informational text during reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Imperative, somewhat imperative, Least
Imperative for Success
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Section Three: Balanced Approach to Literacy

Please consider your time in the teacher preparation program at WKU. Based on your
own experience teaching reading in an elementary classroom, please determine which
of the following practices you felt sufficiently prepared to implement and those that
you felt insufficiently prepared to implement upon completion of the WKU teacher
preparation program.

Q#5

Provide explicit comprehension strategy
instruction

Sufficiently prepared/Insufficiently
prepared

Provide opportunities for fluency practice

Sufficiently prepared/Insufficiently
prepared

Provide explicit phonics instruction

Sufficiently prepared/Insufficiently
prepared

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Sufficiently prepared/Insufficiently
prepared

Provide vocabulary instruction

Sufficiently prepared/Insufficiently
prepared
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Based on your experiences teaching reading in the elementary
classroom, please determine which practices are imperative, somewhat imperative or
least imperative for a successful first year implementing reading instruction.

Q#6

Provide explicit comprehension strategy
instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide opportunities for fluency practice

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit phonics instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Imperative, somewhat imperative,
Least Imperative for Success

Provide vocabulary instruction

Imperative, somewhat imperative,
Least Imperative for Success
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Section Four: Instructional Design that Supports Literacy Development

Please consider your time in the teacher preparation program at WKU. Based on your
own experience teaching reading in an elementary classroom, please determine which
of the following practices you felt sufficiently prepared to implement and those that
you felt insufficiently prepared to implement upon completion of the WKU teacher
preparation program.

Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to
higher levels than restating the facts. HOT requires that we do something with the facts.
We must understand them, infer from them, connect them to other facts and concepts,
categorize them, manipulate them, put them together in new or novel ways, and apply
them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to
enhance learning and aid in the mastery of tasks. The teacher does this by systematically
building on students’ experiences and knowledge as they are learning new skills (Iris
Center, Vanderbilt).
Think-aloud: Using modeling to show what good readers do when reading.

Q#7

Use higher-order questioning in reading
instruction

Sufficiently prepared/Insufficiently
prepared

Use modeling in reading instruction

Sufficiently prepared/Insufficiently
prepared

Scaffold reading instruction

Sufficiently prepared/Insufficiently
prepared

Use think-alouds in reading instruction

Sufficiently prepared/Insufficiently
prepared

184

Please consider the first three years after graduating from WKU’s teacher preparation
program. Based on your experiences teaching reading in the elementary
classroom, please determine which practices are imperative, somewhat imperative or
least imperative for a successful first year implementing reading instruction.

Q#8

Use higher-order questioning in reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use modeling in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Scaffold reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use think-alouds in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success
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Section Five: Meeting the Needs of Students

Please consider your time in the teacher preparation program at WKU. Based on your
own experience teaching reading in an elementary classroom, please determine which
of the following practices you felt sufficiently prepared to implement and those that
you felt insufficiently prepared to implement upon completion of the WKU teacher
preparation program.

Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically
accumulated and culturally developed bodies of knowledge and skills essential for
household or individual functioning and well-being (Greenberg, 1989; Tapia, 1991;
Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records,
concepts of print, phonemic awareness and phonics assessments, fluency assessments,
comprehension assessments.

Q#9

Use a variety of reading assessments

Sufficiently prepared/Insufficiently
prepared

Use assessment data to make instructional
decisions

Sufficiently prepared/Insufficiently
prepared

Use literature that represents diverse cultures

Sufficiently prepared/Insufficiently
prepared

Build on students’ funds of knowledge

Sufficiently prepared/Insufficiently
prepared

Meet the needs of EL students

Sufficiently prepared/Insufficiently
prepared

Design instruction and use materials that are
sensitive to students’ needs and interests

Sufficiently prepared/Insufficiently
prepared
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Please consider the first three years after graduating from WKU’s teacher preparation
program. Based on your experiences teaching reading in the elementary
classroom, please determine which practices are imperative, somewhat imperative or
least imperative for a successful first year implementing reading instruction.

Q#10

Use a variety of reading assessments

Imperative, somewhat imperative, Least
Imperative for Success

Use assessment data to make instructional
decisions

Imperative, somewhat imperative, Least
Imperative for Success

Use literature that represents diverse cultures

Imperative, somewhat imperative, Least
Imperative for Success

Build on students’ funds of knowledge

Imperative, somewhat imperative, Least
Imperative for Success

Meet the needs of EL students

Imperative, somewhat imperative, Least
Imperative for Success

Design instruction and use materials that are
sensitive to students’ needs and interests

Imperative, somewhat imperative, Least
Imperative for Success

Q11. What barriers have you experienced when implementing/planning your reading
instruction?

Q12. What do you wish you would have known regarding the planning and/or
implementation of elementary reading instruction?
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APPENDIX E. ELEMENTARY TENURED TEACHER QUESTIONNAIRE
Elementary tenured teacher questionnaire
Demographic
Information
How many total years
have you been
teaching?

Less than 1

1-3 years

4-6 years

7+years

How many total years
have you taught in the
district?

Less

1-3 years

4-6 years

7+years

What is your highest
level of education?

Bachelor’s

Master’s

Master’s +
hours

Doctorate

What grade level do
you currently teach?

K-1

2-3

4-5

Are you currently
working as a mentor
for a new teacher?

Yes

No

Directions: The following questionnaire focuses on your opinions regarding nontenured teachers’ level of preparation for specific reading practices as well as practices
needed for a successful first year implementing literacy instruction. This questionnaire
contains 11 questions and will take approximately 10-15 minutes. While answering
these questions, I ask that you consider your knowledge of the typical non-tenured
teacher that graduated from Western Kentucky University’s (WKU) teacher
preparation program that you observed or worked with closely. Thank you for your
time and efforts.
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Section One: Instructional Practices that Support Literacy Instruction

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#1

Plan/implement whole group reading instruction
(mini-lessons)

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement an interactive read aloud

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a close reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a shared reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/Implement small group instruction based on
students’ needs

Sufficiently Prepared/Insufficiently
Prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with new teachers, please determine which practices are
imperative, somewhat imperative or least imperative for a new teacher to be successful
implementing reading instruction.

Q#2

Plan/implement whole group reading instruction
(mini-lessons)

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement an interactive read aloud

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a close reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a shared reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/Implement small group instruction based on
students’ needs

Imperative, somewhat imperative, Least
Imperative for Success
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Section Two: Use of Instructional Materials that Support Literacy Instruction

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#3

Use materials that are sensitive to students' needs
and interests

Sufficiently Prepared/Insufficiently
Prepared

Provide a print-rich environment

Sufficiently Prepared/Insufficiently
Prepared

Use of literature during reading instruction

Sufficiently Prepared/Insufficiently
Prepared

Use of informational text during reading
instruction

Sufficiently Prepared/Insufficiently
Prepared

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Sufficiently Prepared/Insufficiently
Prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with new teachers, please determine which practices are
imperative, somewhat imperative or least imperative for a new teacher to be successful
implementing reading instruction.

Q#4

Use materials that are sensitive to students' needs
and interests

Imperative, somewhat imperative, Least
Imperative for Success

Provide a print-rich environment

Imperative, somewhat imperative, Least
Imperative for Success

Use of literature during reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use of informational text during reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Imperative, somewhat imperative, Least
Imperative for Success
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Section Three: Balanced Approach to Literacy

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#5

Provide explicit comprehension strategy
instruction

Sufficiently prepared/Insufficiently
prepared

Provide opportunities for fluency practice

Sufficiently prepared/Insufficiently
prepared

Provide explicit phonics instruction

Sufficiently prepared/Insufficiently
prepared

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Sufficiently prepared/Insufficiently
prepared

Provide vocabulary instruction

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with new teachers, please determine which practices are
imperative, somewhat imperative or least imperative for a new teacher to be successful
implementing reading instruction.

Q#6

Provide explicit comprehension strategy
instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide opportunities for fluency practice

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit phonics instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Imperative, somewhat imperative,
Least Imperative for Success

Provide vocabulary instruction

Imperative, somewhat imperative,
Least Imperative for Success
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Section Four: Instructional Design that Supports Literacy Development

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to
higher levels than restating the facts. HOT requires that we do something with the facts.
We must understand them, infer from them, connect them to other facts and concepts,
categorize them, manipulate them, put them together in new or novel ways, and apply
them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to
enhance learning and aid in the mastery of tasks. The teacher does this by systematically
building on students’ experiences and knowledge as they are learning new skills (Iris
Center, Vanderbilt).
Think-aloud: Using modeling to show what good readers do when reading.

Q#7

Use higher-order questioning in reading
instruction

Sufficiently prepared/Insufficiently
prepared

Use modeling in reading instruction

Sufficiently prepared/Insufficiently
prepared

Scaffold reading instruction

Sufficiently prepared/Insufficiently
prepared

Use think-alouds in reading instruction

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with new teachers, please determine which practices are
imperative, somewhat imperative or least imperative for a new teacher to be successful
implementing reading instruction.

Q#8

Use higher-order questioning in reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use modeling in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Scaffold reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use think-alouds in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success
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Section Five: Meeting the Needs of Students

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically
accumulated and culturally developed bodies of knowledge and skills essential for
household or individual functioning and well-being (Greenberg, 1989; Tapia, 1991;
Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records,
concepts of print, phonemic awareness and phonics assessments, fluency assessments,
comprehension assessments.

Q#9

Use a variety of reading assessments

Sufficiently prepared/Insufficiently
prepared

Use assessment data to make instructional
decisions

Sufficiently prepared/Insufficiently
prepared

Use literature that represents diverse cultures

Sufficiently prepared/Insufficiently
prepared

Build on students’ funds of knowledge

Sufficiently prepared/Insufficiently
prepared

Meet the needs of EL students

Sufficiently prepared/Insufficiently
prepared

Design instruction and use materials that are
sensitive to students’ needs and interests

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with new teachers, please determine which practices are
imperative, somewhat imperative or least imperative for a new teacher to be successful
implementing reading instruction.

Q#10

Use a variety of reading assessments

Imperative, somewhat imperative, Least
Imperative for Success

Use assessment data to make instructional
decisions

Imperative, somewhat imperative, Least
Imperative for Success

Use literature that represents diverse cultures

Imperative, somewhat imperative, Least
Imperative for Success

Build on students’ funds of knowledge

Imperative, somewhat imperative, Least
Imperative for Success

Meet the needs of EL students

Imperative, somewhat imperative, Least
Imperative for Success

Design instruction and use materials that are
sensitive to students’ needs and interests

Imperative, somewhat imperative, Least
Imperative for Success

Q#11. Please briefly describe your expectations for a new teacher in regards to planning
and/or implementing reading instruction.

Q#12. Please briefly describe what you wish the university would prepare new teachers
to do in regards to planning and/or implementing reading instruction.
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APPENDIX F. ADMINISTRATOR QUESTIONNAIRE
Administrator Questionnaire
Demographic Information
How many total years have
you been teaching?

Less than 1

1-3

4-6 years

7+years

How many total years have
you taught in the district?

Less than 1

1-3

4-6 years

7+years

How many total years have
you been an Administrator

Less than 1

1-3

4-6 years

7+years

How many total years have
you been an administrator in
this district?

Less than 1

1-3

4-6 years

7+years

What is your highest level of
education?

Bachelor’s

Master’s

Master’s + hours Doctorate

Directions: The following questionnaire focuses on your opinions regarding nontenured teachers’ level of preparation in reading instruction, and your expectations for
reading instruction preparation. The questionnaire contains 12 questions and will take
approximately 10-15 minutes. While answering these questions, I ask that consider
your knowledge of the typical non-tenured teacher that graduated from Western
Kentucky University’s (WKU) teacher preparation program. Thank you for your time
and efforts.
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Section One: Instructional Practices that Support Literacy Instruction

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#1

Plan/implement whole group reading instruction
(mini-lessons)

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement an interactive read aloud

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a close reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/implement a shared reading lesson

Sufficiently Prepared/Insufficiently
Prepared

Plan/Implement small group instruction based on
students’ needs

Sufficiently Prepared/Insufficiently
Prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with non-tenured teachers, please determine which practices
are imperative, somewhat imperative or least imperative for a non-tenured teacher to be
successful implementing reading instruction.

Q#2

Plan/implement whole group reading instruction
(mini-lessons)

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement an interactive read aloud

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a close reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/implement a shared reading lesson

Imperative, somewhat imperative, Least
Imperative for Success

Plan/Implement small group instruction based on
students’ needs

Imperative, somewhat imperative, Least
Imperative for Success
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Section Two: Use of Instructional Materials that Support Literacy Instruction

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#3

Use materials that are sensitive to students' needs
and interests

Sufficiently Prepared/Insufficiently
Prepared

Provide a print-rich environment

Sufficiently Prepared/Insufficiently
Prepared

Use of literature during reading instruction

Sufficiently Prepared/Insufficiently
Prepared

Use of informational text during reading
instruction

Sufficiently Prepared/Insufficiently
Prepared

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Sufficiently Prepared/Insufficiently
Prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with non-tenured teachers, please determine which practices
are imperative, somewhat imperative or least imperative for a non-tenured teacher to be
successful implementing reading instruction.

Q#4

Use materials that are sensitive to students' needs
and interests

Imperative, somewhat imperative, Least
Imperative for Success

Provide a print-rich environment

Imperative, somewhat imperative, Least
Imperative for Success

Use of literature during reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use of informational text during reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use provided reading materials (i.e., basal
readers, school/grade reading programs)

Imperative, somewhat imperative, Least
Imperative for Success
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Section Three: Balanced Approach to Literacy

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Q#5

Provide explicit comprehension strategy
instruction

Sufficiently prepared/Insufficiently
prepared

Provide opportunities for fluency practice

Sufficiently prepared/Insufficiently
prepared

Provide explicit phonics instruction

Sufficiently prepared/Insufficiently
prepared

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Sufficiently prepared/Insufficiently
prepared

Provide vocabulary instruction

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with non-tenured teachers, please determine which practices
are imperative, somewhat imperative or least imperative for a non-tenured teacher to be
successful implementing reading instruction.

Q#6

Provide explicit comprehension strategy
instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide opportunities for fluency practice

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit phonics instruction

Imperative, somewhat imperative,
Least Imperative for Success

Provide explicit instruction in phonemic
awareness (if grade appropriate)

Imperative, somewhat imperative,
Least Imperative for Success

Provide vocabulary instruction

Imperative, somewhat imperative,
Least Imperative for Success
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Section Four: Instructional Design that Supports Literacy Development

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Definition of Terms
Higher-order questioning: Higher order thinking, or "HOT" for short, takes thinking to
higher levels than restating the facts. HOT requires that we do something with the facts.
We must understand them, infer from them, connect them to other facts and concepts,
categorize them, manipulate them, put them together in new or novel ways, and apply
them as we seek new solutions to new problems (Reading Rockets).
Scaffold: A process through which a teacher adds supports for students in order to
enhance learning and aid in the mastery of tasks. The teacher does this by systematically
building on students’ experiences and knowledge as they are learning new skills (Iris
Center, Vanderbilt).
Think-aloud: Using modeling to show what good readers do when reading.

Q#7

Use higher-order questioning in reading
instruction

Sufficiently prepared/Insufficiently
prepared

Use modeling in reading instruction

Sufficiently prepared/Insufficiently
prepared

Scaffold reading instruction

Sufficiently prepared/Insufficiently
prepared

Use think-alouds in reading instruction

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with non-tenured teachers, please determine which practices
are imperative, somewhat imperative or least imperative for a non-tenured teacher to be
successful implementing reading instruction.

Q#8

Use higher-order questioning in reading
instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use modeling in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Scaffold reading instruction

Imperative, somewhat imperative, Least
Imperative for Success

Use think-alouds in reading instruction

Imperative, somewhat imperative, Least
Imperative for Success
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Section Five: Meeting the Needs of Students

Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences in working with new teachers, please determine which practices the
typical new teacher was sufficiently prepared to implement and which ones the typical
new teacher was insufficiently prepared to implement.

Definition of Terms
Funds of Knowledge: The term "funds of knowledge" to refer to these historically
accumulated and culturally developed bodies of knowledge and skills essential for
household or individual functioning and well-being (Greenberg, 1989; Tapia, 1991;
Velez-lbfaez, 1988 as cited in Moll
Literacy assessments: Include but not limited to the following: running records,
concepts of print, phonemic awareness and phonics assessments, fluency assessments,
comprehension assessments.

Q#9

Use a variety of reading assessments

Sufficiently prepared/Insufficiently
prepared

Use assessment data to make instructional
decisions

Sufficiently prepared/Insufficiently
prepared

Use literature that represents diverse cultures

Sufficiently prepared/Insufficiently
prepared

Build on students’ funds of knowledge

Sufficiently prepared/Insufficiently
prepared

Meet the needs of EL students

Sufficiently prepared/Insufficiently
prepared

Design instruction and use materials that are
sensitive to students’ needs and interests

Sufficiently prepared/Insufficiently
prepared
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Please consider all non-tenured teachers that graduated from WKU’s teacher
preparation program and that you have observed or worked with closely. Based on
your experiences working with non-tenured teachers, please determine which practices
are imperative, somewhat imperative or least imperative for a non-tenured teacher to be
successful implementing reading instruction.

Q#10

Use a variety of reading assessments

Imperative, somewhat imperative, Least
Imperative for Success

Use assessment data to make instructional
decisions

Imperative, somewhat imperative, Least
Imperative for Success

Use literature that represents diverse cultures

Imperative, somewhat imperative, Least
Imperative for Success

Build on students’ funds of knowledge

Imperative, somewhat imperative, Least
Imperative for Success

Meet the needs of EL students

Imperative, somewhat imperative, Least
Imperative for Success

Design instruction and use materials that are
sensitive to students’ needs and interests

Imperative, somewhat imperative, Least
Imperative for Success

Q#11. Please briefly describe your expectations for a new teacher in regards to planning
and/or implementing reading instruction.

Q#12. Please briefly describe what you wish the university would prepare new teachers
to do in regards to planning and/or implementing reading instruction.
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APPENDIX G. LITERACY SUPPORT STAFF QUESTIONNAIRE
Literacy support staff questionnaire
Please complete the following demographic information.
Demographic Information
How many total years have
you been teaching?

Less than 1

1 year

2-3 years

4 years+

How many total years have
you taught in the district?

Less than 1

1year

2-3 years

4 years

What is your highest level
of education?

Bachelor’s

Master’s

Rank I

Rank I+

How long have you served
in your current position?

Less than 1

1 year

2-3 years

4 years+

Directions: The following questionnaire focuses on your opinions regarding nontenured teachers’ level of preparation to teaching reading. Based on your position, you
have a unique perspective. You input is valued and appreciated. While answering
these questions, I ask that you consider your knowledge of the typical non-tenured
teacher that graduated from Western Kentucky University’s (WKU) teacher
preparation program that you observed or worked with closely. Thank you for your
time and efforts.

What are the expectations for new teachers in terms of teaching reading?
What strengths in teaching reading do the new teachers possess?
What areas of need have you seen?
What do you see as the biggest disconnect between what the schools expect and the
instruction at the university in regards to teaching reading?
What do you see as the strongest connection between what the schools expect and the
instruction at the university in regards to teaching reading?
What are some ways the university can provide support to new teachers in regards to
teaching reading?
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